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Abstract

In this qualitative post-intentional phenomenological research I share insights into the lived
experiences of teacher educators who infuse their open educational practices with media and
digital literacies in faculties of education in Canada. Current research in the field of open
educational practices has limited exploration in the field of teacher education and has yet to
explicitly examine the critical role played by media and digital literacies.

This research is grounded by theories of socio-constructivism, connectivism and
pragmatism. Through a post-intentional phemonenological methodology research, I describe and
differentiate between transcendental, interpretive, and post-intentional phenomenology. I explore
conceptual frameworks for teacher education, open education, and an understanding of literacies.
Through this dissertation, I work to untangle conceptions surrounding skills, fluencies,
competencies, and literacies in the field of media and digital education as these apply to teacher
educators. Through a crystallization approach in this research I generate materials from the data
collected for this study, focusing on teacher educators’ open educational practices, and media
and digital literacies. Facets in the open educational practices of the teacher educators I
interviewed include access, choice, and connections. Facets in the lived experiences of the
teacher educators relevant to media and digital literacies include communication, creativity, and
criticality.

In the findings, I outline components of media and digital literacies with explicit
connections to established research frameworks that shape the open educational practices of the
fourteen participants in this research. Dimension one identifies elements of communication, with
a focus on communication as a human right for a common good and on human beings as
storytellers by nature. Dimension two focuses on creativity with remix and problem solving as

creative acts. Dimension three examines connecting with communities with a focus on equity,
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care, and social justice. Dimension four explores criticality within the selection of tools,
technologies, spaces, and places, as well as a critical examination of boundaries and criticality in
datafication.

From this research, I offer insights into the lived experiences of teacher educators
infusing media and digital skills, fluencies, competencies, and literacies into their open
educational practices through communication, creativity, connectedness, and criticality, shifting
beyond the physical and temporal constraints imposed by faculty of education processes. I
consider implications and recommendations for further research, and conclude with summary
thoughts about media and digital literacies in the open educational practices of teacher educators

in Canada.



Dedication

This PhD dissertation is dedicated to my mom and dad, who dreamed of a better life for their
children. Their passion for learning and education made it a priority throughout their lives. Their

formal and informal learning never stopped, thus modelling for their children what was possible.

Declaration

The author wishes this PhD dissertation to be available under a Creative Commons license CC
BY-SA. This means you can use and remix information from this dissertation, excepting
referenced works or citations that fall under copyright. You need to give attribution to the author

of this original work and you should share-alike by using a similar license on remixed works.

©00]

This work is licensed under a Creative Commons Attribution-ShareAlike 4.0 International

License


http://creativecommons.org/licenses/by-sa/4.0/
http://creativecommons.org/licenses/by-sa/4.0/

vi

Acknowledgements

I am not alone in this PhD research work. I acknowledge those who openly contributed to this
journey taken, one step at a time. I thank and recognize all of you who have gotten me here, to
this accomplishment in my academic and scholarly endeavours.

To my supervisor and committee members: You continue to push and pull my thinking and
strategically question my ideas. You always support my efforts and encourage me to
reach deeper to clarify my work.

To the participants in this research: Your stories and insights, shared through conversations and
laughter, bring compassion and joy to this research. Your openness in teaching and
learning enriches the field of teacher education within your individual faculties, the
communities in which you share, and the global network who gains so much from these
Canadian experiences.

To my parents — mem and heit: As your daughter I am shaped by your journey as post-war
immigrants leaving your home in the Netherlands to find new opportunities to farm and
raise a family in Canada. I am forever in awe of your accomplishments as [ remember
your presence in my life. You are gone but your legacy and light lives on.

To my husband: You are my partner in life and are always supportive of my new ventures into
teaching and learning. You are there when I need a push to move forward and support me
when I need to retract from it all. You are my rock.

To my children: I am always amazed at your presences, personalities, and relationships. You are
the gifts that add light to my journey.

To my siblings: We may not be on the same paths, but we are connected, together. As a first-
generation post-secondary attender and the first in my family to work towards a PhD, I

rely on your honest and critical support.



vii

To Mag 8: Friends from near and afar, sisters from other mothers, your enthusiasm and words of
encouragement mean so much.

To critical friends and extended professional learning networks, particularly the GO-GN group: I
reach out and you are there, found across the world. Your voices resonate.

To my Joint PhD cohort and classmates: our conversations always enlighten and entertain. May

you all reach the goal you hope to achieve in our shared academic journey.



viii

How to Read this Dissertation

This dissertation is offered as a digital and interactive document using Scalar software. The

location for this document is Media and digital literacies in Canadian teacher educators’ open

educational practices: A post-intentional phenomenology.
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items as you are reading. In the PDF version of this dissertation, the glossary items and
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of the manuscript. Although the software affords a fully interactive and media rich document
production, I have constrained and restrained this document to only contain notes, media, and
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Chapter 1: Beginning

This dissertation outlines my exploration into the lived experiences of teacher educators in
Canadian faculties of education (FoE) with media and digital literacies within an openly shared
teaching practice. I stand within the confluence of three fields of study, so this research emerges
from my own lived experiences as a teacher educator, open educator, and explorer of critical
media and digital literacies. This research is a response to my passion to bring teacher education
into the open and a desire to amplify teacher educators’ voices beyond the field of education. I
incorporate the living literacies proposed by Pahl et al., (2020) into the lived experiences with
media and digital literacies in teaching practices of teacher educators. This research supports the
growing demand for digitally and media literate educators (CMEC, 2020a) and is a response to
global calls for open educational practices (Bates, 2019; Montoya, 2018, UNESCO, 2019).

For this research, I apply a post-intentional phenomenological methodology to explore
teacher educators’ stories of their lived experiences within their participatory, collaborative,
networked, shared, and public-facing educational practices (Cronin & MacLaren, 2018; Lohnes
Watulak, 2018; Lohnes Watulak et al., 2018; Tur et al., 2020). Current research in the field of
open educational practices (OEPr) has limited exploration in the field of teacher education and
has yet to explicitly examine the critical role played by media and digital literacies (Bozkurt et
al., 2019; Cronin, 2017). This prompted my wonderings about how teacher educators’ OEPr are
impacted by the application or absence of media and digital literacies?

This dissertation is presented in six chapters. In chapter one I share the rationale and
research questions driving this investigation, followed by my positionality as an educator and
scholar in the field of teacher education. I then share details and the rationale for the alternative
dissertation (ALT-DISS) production format for this manuscript. Chapter two includes the

literature review outlining the theoretical and conceptual frameworks grounding the research of



media and digital literacies in teacher education from an open educational lens. In chapter three I
share the research design for this inquiry including the methodology and methods. This includes
the data gathering methods, research phases and timelines, participant involvement, interview
design, coding and analysis processes, and the ethics review considerations. In chapter four I
share the data analysis and results obtained from the research. Chapter five includes the
discussion of the findings. In chapter six, I conclude this dissertation with chapter summaries,
implications, limitations, recommendations and conclusions from this research.

1.1 Background

I design and teach about teaching and learning in a teacher education program in Canada. [ am a
life-long practitioner of the art and science of teaching and learning. It is through this research
that I aim to understand the lived experiences of teacher educators as they apply media and
digital literacies (MDL) within Canadian teacher education, as evidenced within their OEPr. This
is of interest because I am a Canadian teacher by profession and a teacher educator by choice.

Critical literacies is an important research focus, as evident from the growing political
and public demands for literacies in all areas of education (CMEC, 2020b; OECD, 2018;
Zimmer, 2018). Calls for educational responses to ‘fake news’ (Gallagher & Rowsell, 2017) and
the teaching of digital citizenship to combat cyberbullying (Choi et al., 2018; Jones & Mitchell,
2016) increasingly influence educational landscapes in Canada (DeWaard & Hoechsmann, 2021;
Hoechsmann & DeWaard, 2015).

Digital literacy and competency frameworks have been developed by the United Nations
Educational, Scientific and Cultural Organization (UNESCO), where the notion of education as
common good(s) is amplified and shifts from previous notions of education as individualistic and
economically entangled public good(s). UNESCO promotes a focus on open educational
practices and networks as mechanisms for change (Daviet, 2016; Law et al., 2018). Common

good(s) and contributing to societal well-being are undergirded with a humanistic and holistic



belief system (Daviet, 2016). This is echoed in the European Union documents where efforts
enhance education for citizenship (Carretero Gomez et al., 2017; Law et al., 2018).

Although research focuses on MDL in the K-12 education sector (Buss et al., 2018;
Gallagher & Rowsell, 2017), on teachers in the classroom (Choi et al., 2018), teaching and
learning in higher education contexts (Castafieda & Selwyn, 2018); and, teacher candidates being
prepared for a career in teaching (Cam & Kiyici, 2017; Cantabrana et al., 2019; Cervetti et al.,
2006; Gretter & Yadav, 2018) there is little research studying the media and digital literacies or
OEPr of teacher educators (Foulger et al., 2017; Knezek et al., 2019; Krumsvik, 2014; Petrarca
& Kitchen, 2017a). From this preliminary review of the literature, I generated a direction for my
research study.

The Canadian Council of Ministers of Education (CMEC) and the National Council of
Teachers of English emphasized the need for enhanced literacy development in conjunction with
technology competencies in education for all provincial education jurisdictions (Gallagher &
Rowsell, 2017). The Canadians for 21st Century Learning & Innovation document Shifting
Minds: A 21st century vision of public education for Canada (C21, 2012) identified key skills
and competencies learners should possess, which suggests that teachers, teacher candidates, and
teacher educators should also possess these skills and competencies. In the United States, the
development of a set of technology competencies for teacher educators (Foulger et al., 2017)
indicated the need for a reconceptualization of current Faculty of Education (FoE) structures and
teacher educators’ practices.

Since a “teacher’s knowledge is an essential component in improving educational
practice” (Connelly et al., 1997, p. 674) this research explored the lived experiences of teacher
educators who openly share experiences and applications with a consideration toward MDL as
part of their teaching practice. Sharing openness in educational practices “does not require

overcoming huge technical obstacles, but rather, requires a change in mindset and a differing



view of practice, and of how learning can be achieved” (Couros, 2006, p. 188). A better
understanding of the contexts of MDL within FoE can emerge when teacher educators’ voices
and stories are represented. This investigation adds to the limited research addressing the needs
of teacher educators or how teacher educators infuse MDL into their teaching practice (Lohnes
Watulak, 2016; Phuong et al., 2018; Seward & Nguyen, 2019; Stokes-Beverley & Simoy, 2016).

Because I espouse to be an open educational practitioner, promoting OEPr in the courses
I design and teach, I aim to further understand the role of OEPr within teacher education in
general, and within the lived experiences of others who work openly as teacher educators.
Through this research I aim to explore, revise, and add to current definitions of OEPr (Couros,
2006; Cronin & MacLaren, 2018; Nascimbeni & Burgos, 2016; Paskevicius, 2017; Tur et al.,
2020). In this research, I aim to uncover connections between current conceptualizations of OEPr
with understandings of MDL (Buckingham, 2020; Gee, 2015; Hoechsmann, 2019; Stordy, 2015)
and living literacies (Pahl et al., 2020).

This research responds to a call from Zawacki-Richter et al., (2020) to “re-explore the
benefits of openness in education to respond to emerging needs, advance the field, and envision a
better world” (p. 329). Cronin (2017) reveals connections between OEPr and digital literacies
which I believe to be essential to the work of open educators. Through this research I endeavour
to find connections between MDL and OEPr within the lived experiences of teacher educators
(TEds) as they navigate and negotiate their teaching practice into the open.

This research not only adds to rapidly evolving discussions about OEPr but also
contributes a focus on teacher educators (Zawacki-Richter et al., 2020). I believe that teacher
educators bring experience in educational teaching practice to the nexus between OEPr, teaching,
and MDL. Teacher educators from diverse Canadian FoE sites were invited to participate in
interviews to “story” (Clandinin, 2015) their OEPr, and reflect on their MDL negotiations. The

ubiquity of electronic technologies in the functional milieu of today’s educational environments,



particularly in light of the global COVID-19 pandemic, suggested that digital tools are both field
and method for research studies (Burrell, 2009; Markham, 2016).

1.2 Rationale

Educational issues resulting from the COVID-19 pandemic heightened awareness of the need for
literate and digitally proficient individuals within every facet of the education sector. In my role
as a learning designer and teacher educator in Canadian FoE, my lived experience is immersed
into my work designing logistical and navigational elements for teaching within digitally enabled
learning environments. Rapid emergency online instruction (Hodges et al., 2020), around the
clock media consumption focusing on educational deficit narratives, and ongoing changes in
digital technologies and expectation are shaping the push for the development of global
competencies (CMEC, 2020).

Prior to, and emerging from recent pandemic related issues, the need for an informed and
technologically prepared teaching workforce is identified in policy and position papers nationally
and globally:

o the United Nations Leading Sustainable Development Goals - Education 2030 (United
Nations, 2015) report establishes teacher education as one of the priorities in the
achievement of sustainable development goals;

e the United Nations Educational, Scientific and Cultural Organization (UNESCO)
continues to examine policies and practices for media and information literacies (Singh et
al., 2016), digital citizenship (Law et al., 2018), and open educational resources (Sobe,
2022; UNESCO, 2019) and information and communication technology competencies in
teacher development (UNESCO, 2022, 2023);

e the push for open educational resources (UNESCO, 2019) and open access extends
through the open consultation process by an international commission from UNESCO on

the Futures of Education which highlights the need to "mobilize the many rich ways of



being and knowing in order to leverage humanity’s collective intelligence" (UNESCO,
2019, paragraph — “The aim ...);

e the Organization for Economic Co-operation and Development researches and documents
the need for teachers to be “high-level knowledge workers who constantly advance their
own professional knowledge as well as that of their profession” (Schleicher, 2012, p.
108) noting that the demands on teachers are continuing to increase (Schleicher, 2018);

e aposition paper from the European Literacy Policy Network indicates that teachers may
“lack competence, confidence and knowledge of effective strategies to harness the
potential of diverse technologies to enhance digital literacy teaching and learning”
(Lemos & Nascimbeni, 2016, p. 3);

e the U.S. Department of Educational Technology released the document Advancing
Educational Technology in Teacher Preparation: Policy Brief (Stokes-Beverley &
Simoy, 2016); and,

e in Canada, the Canadian government report Democracy Under Threat (Zimmer, 2018)
outlines the need to address education of digital literacies. The Council of Ministers of
Education, Canada (2020) provides a systems-level framework for global competencies
which further drives the transformation of the educational agenda in Canada (CMEC,
2020a). The Digital Learning in Canada in 2022 report identifies digital literacies as a
pressing issue (Irhouma & Johnson, 2022).

These identified needs from global and national levels are ever more pressing during current
priorities for online and remote educational instruction. I suggest that pressures resulting from
the pandemic will continue to push the field of teacher education and the application of critical
media and digital literacies within FoE into the forefront. Yet the field of teacher education, and
more specifically the MDL of those who teach in Canadian FoE from an open educational

stance, remains a misunderstood and ignored field of endeavour. This research will add insights



into the impact of these influences and pressures on teaching and learning within teacher
education programs since these are rarely researched.

These are not new issues, despite the many changes that occurred in light of the response
of educational systems, particularly in FoE, to the global health crises precipitated by the
COVID-19 pandemic. Along with a public outcry for media literacies in the face of fake news
(Singh et al., 2016) and increasing demands for technologically and digitally literate populations,
there is a push to change teacher education generally and the teaching practices of those who
teach in teacher educator programs more specifically (Beck, 2016; Ellis & McNicholl, 2015;
Foulger et al., 2017; Stillman et al., 2019). Connected to this issue is the revitalization of teacher
education programs in order to “prepare teachers who will teach in transformative ways and
leverage technology as a problem-solving tool” (Schmidt-Crawford et al., 2018, p. 132). The
paucity of research relating to the MDL work of teacher educators practicing in open educational
spaces is a disadvantage when evidence for the effectiveness of educational practices is
increasingly demanded (Beck, 2016).

It is in this context, from my lived experiences as a teacher educator and learning
designer in Canadian faculties of education that my investigations were shaped. My purpose for
this research was to add to the corpus of research focusing on teacher educators and aims to
expand understanding of open educational practices (OEPr) from teacher educators’ contexts by
examining the lived experiences of teacher educators who reveal their teaching practices openly,
with a specific focus on their understanding and practice with media and digital literacies. |
intentionally selected Canadian FoE since this was contextually familiar and where I engaged
and shared materials openly within my professional learning networks. I initially considered
conducting research within only Ontario FoE but realized I may not find enough participants that
fit the established criteria in that limited context. Limiting the participant pool would also

exclude some of the voices in Canadian open educational contexts that I hoped to include in the



research. While I understood that each FoE is unique, it was this dissimilarity that I hoped would
add nuance and richness to the lived experiences of the participant. I also considered global FoE
contexts but determined that this wider scope would hinder the research; the extent of the
dissimilarities would interfere with finding commonalities in the stories of lived experiences
within MDL in the OEPr of TEds in FoE. These delimiting factors helped me frame the research
questions.
1.3 Research Questions
The primary question for this research is: What lived experiences of media and digital literacies
are evident in the open educational practices of teacher educators in Canadian faculties of
education?
These sub-questions will help frame the research:
e What are the lived experiences with media and digital literacies of teacher educators?
e How do media and digital literacies inform or shape practices of teacher educators
immersed in OEPr?
e What are the lived MDL experiences of teacher educators in Canada, as evidenced in the
ethos and actions within their OEPr?
Research defines OEPr as collaborative pedagogies utilizing digital technologies and authentic
learning encounters for “interaction, peer-learning, knowledge creation, and empowerment of
learners” (Cronin, 2017, p. 18). In other words, teacher educators will individually or
collaboratively select OEPr to support their ways of knowing, designing, planning, and assessing
teaching and learning events (Cronin, 2017; Nascimbeni, 2018; Paskevicius, 2018; Paskevicius
& Irvine, 2019).
Through this research I capture the teacher educators’ storied enactment of MDL within
OEPr as shared through their experiences (what people feel); practices (what people do); things

(the objects that are part of our lives); relationships (our intimate social environments); social



worlds (the groups and wider social configurations through which people relate to each other);
localities (the actual physically shared contexts that we inhabit); and events (the coming together
of diverse things in public contexts) (Pink et al., 2015). When gathering these stories, I bring my
own lived experiences with MDL in my OEPr as a teacher educator to provide both background
and a catalyst through which these stories will reflect and refract.

This post-intentional phenomenological research (Rosenberger & Verbeek, 2015; Tracy,
2020; Vagle, 2018; Valentine et al., 2018) is explained in the next sections of this dissertation,
where I bring critical subjectivity, collaborative action, a pragmatic reality, and an epistemology
of experience to this inquiry (Guba & Lincoln, 2005). I apply a crystallizing methodology
(Ellingson, 2009) to share my voice, reflexivity and media infused textual representations,
described as traditional alpha-numeric texts incorporated within images and graphic designs. In
this way, I will be interrogated as I locate my ‘self” as researcher-participant, both within and
outside the research field of study (Guba & Lincoln, 2005).
1.4 Positionality
This research is grounded in my experiences in education, as well as my extensive background as
an elementary school educator. I bring my own lived experiences as an open educator, teacher
educator, teacher of critical media and digital literacies, and novice researcher to this dissertation
work. This research is informed through my engagement in global networks such as the Global
OER Graduate Network (GO-GN), UNESCO Open Education for a Better World, and the
Open/Education Technology, Society and Scholarship Association. This research is enhanced by

cross-border collaborations within Virtually Connecting and the International Society for

Technology in Education Inclusive Learning Network, as well as my explorations in open

educational spaces such as Ontario Extend, Ontario Open Education Fellows, Creative

Commons, and Mozilla Open Leaders. These places and spaces inform and shape this

dissertation and research.


https://go-gn.net/
http://virtuallyconnecting.org/
https://www.ecampusontario.ca/ontario-extend-east-launch/
https://www.ecampusontario.ca/meet-the-open-education-oe-fellows-2018/
https://creativecommons.org/2017/09/05/invitation-join-cc-open-education-platform/
https://creativecommons.org/2017/09/05/invitation-join-cc-open-education-platform/
https://foundation.mozilla.org/en/opportunity/mozilla-open-leaders/round-6/projects/
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My positionality as a new researcher is supported by my academic persona as a scholarly
writer and media-making educator. This post-phenomenological research (Vagle, 2018;
Valentine et al., 2018) applies crystallization methodologies (Ellingson, 2014; Ellingson, 2009)
to explore teacher educators’ lived experiences and stories of becoming, as revealed in
their hupomnemata (Foucault, 1988; Weisgerber & Butler, 2016) and through their interview
conversations. In this research, I explicate how these lived experience stories and artifacts, as
shared by participating Canadian TEds, are gathered and become offerings of research data,
since “everything that shows, offers” (Rocha, 2015, p. 6, emphasis in original).
1.5 Alternative Dissertation Format
“What is the reading of a text, in fact, except the recording of certain thematic recurrences,
certain inconsistencies of forms and meanings?” (Calvino, 1979)
To honour the topic of media and digital literacies, and to authentically share and reveal the
MDL under investigation, the results of my research are presented in an openly accessible,
alternatively created, digitally enabled format. This document is presented as an interactive text
to explore thematic recurrences and inconsistent forms or meanings, as suggested by Calvino
(1979). Although I use and apply a variety of media and digital strategies and techniques, this
“open-ended, problematic, critical, polyphonic” text (Denzin & Lincoln, 2005, p. 1124) is my
attempt to bend and circumvent the boundaries imposed by traditional alpha/numeric dissertation
representations. In this dissertation format I reflected and created a non-linear, hyper-textually
linked, dialogic, conceptually and topically interconnected and networked rendering of my
research, thus mirroring the nature of this qualitative research. By reading this text, as Calvino
suggests in the quote above, you will undoubtedly become aware of and possibly record
occasions of thematic recurrences, inconsistencies, and shifting meanings.

Ihde and Malafouris (2019) referenced the notion of homo faber, which connected to the

writing by Thomas and Seely Brown (2009) who positioned humans as maker and emphasized
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our ability to create. This is grounded in the words of Arendt (1958, 1998) who suggested that
the “implements and tools of homo faber, from which the most fundamental experience of
instrumentality arises, determine all work and fabrication” (p. 153). The notion of homo faber
suggests that humanity is evolutionarily constituted and shaped by the technologies we use. New
materialities and digital ecospheres encompass all aspects of living and learning (Pahl et al.,
2020; Sameshima et al., 2019). We are thus constructed by the tools that we've constructed and
by which we engage in relationships and construct our learning (IThde & Malafouris, 2019). I am
constructed as an academic and researcher in this PhD process while creating the dissertation as
product. This dissertation echoes McLuhan's position that the medium is the message (McLuhan,
1964).

My dissertation process and product look beyond what may be obvious and common,
seeking the hidden “changes or effects that are enabled, enhanced, accelerated or extended by the
new thing” (Federman, 2004). This alternative dissertation will "suit the style as much as
possible to the matter” (McLuhan & McLuhan, 1992, p. xi). In this way, my research and the
resulting dissertation can be seen to critically analyze the privilege of representation, voice, and
academy.

Deciding to shift my research process and product into a fully interactive and digital
environment fits with the ontological and epistemological frameworks within which I study.
Pockley, the creator of the first electronic dissertation in 1995, described texts as “mutable
streams of thought, open to annotation, revision, re-presentation and part of the very fabric of
their community of interest” (Jacobs, 2008, p. 245). By preparing and presenting my research
and dissertation in an alternative dissertation (ALT-DISS) format, I contribute to the breaking
open of “calcified conventions” sustaining the linear privilege of print text (Troll Covey, 2013)
as traditionally found in electronic dissertation and theses formats relying on static portable

document format (PDF) manuscripts. With my experiences in producing and sharing media texts,
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I recognize the “cultural agoraphobia, the cognitive bias that leads us to underestimate the
potential of openness” and will push open the structure, media, notions of authorship, and
methods of assessment in the process and products of my research and dissertation (Troll Covey,
2013, p. 550).

As evidenced in this dissertation, I have designed paths through the research information,
but it is YOU, the reader of this interactive web created document, who will control the
serendipitous navigation through the content. YOU control the reading experience. You
determine the strategic use of hyperlinks, embedded media, graphic organizers, taxonomic
features, and visualization options and affordances in the Scalar software. These elements reflect
a media filled, rich, thick description, and exemplifies the open nature of this dissertation.

Scalar software was strategically and intentionally selected to present the research results
within a fluid, editable, elastic format that is “open to annotation and responsive to change”
(Jacobs, 2008, p. 237). Previously published Scalar dissertations model the use of this digital tool
and provide the opportunity to explore, experience and understand the digital mechanisms
available in this form of digital publication (Dixon, 2014a, 2014b).

Since my research and dissertation are not devoid of political dimensions, and to meet
institutional requirements for a ‘frozen in time’ document as a representation of my research
capabilities (Barrett, 2014; Jacobs, 2008), a secondary linear PDF version was also produced.
Dissemination of research results will be pursued through traditional, peer reviewed Canadian
and international journals, conference presentations, and through open social media and web
publications.

In rendering this dissertation differently, I heed Denzin's (2017) call to "unsettle
traditional concepts of what counts as research, as evidence, as legitimate inquiry" (p. 8). There
may be elements here that reflect postmodernist compositions such as those found in Italo

Calvino's (1979) novel If on A Winter's Night A Traveler and Luigi Serafini's (1981) Codex
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Seraphinianus which is described as an illustrated encyclopedia of an imaginary world using an
imaginary language and code. This dissertation is alternatively creator and created. It is both
dispositio, described as a remix or mashup, a composition and arrangement of an academic
argument, and inventio, described as being traditional, original, and sole authorship production
(Hoechsmann in MacKenzie et al., 2022).

1.6 Chapter Summary

In summary, this introductory chapter lays out the background and explores my rationale for
conducting this research. Then the research questions are stated. My researcher positionality is
presented and the reasoning for the alternative design used for this dissertation document is
explained. Table 1 provides a synopsis of my research agenda as recommended by Cresswell and

Guetterman (2019) and modelled by Paskevicius (2018).

Table 1

Synopsis of Research Agenda

Item Description
Topic A post-intentional phenomenological study into the media and digital
literacies in Canadian teacher educators’ open educational practices.
Problem Identified needs for media and digital literacies are found in global and

national level reports. This presents an ever more pressing problem for
teachers and teacher educators given the current priority for online and
remote educational instruction.

Purpose This research adds to the corpus of research focusing on teacher educators
and expands on understandings of open educational practices particularly
from teacher educators’ contexts by examining the lived experiences of
teacher educators who reveal their teaching practices openly, with a
specific focus on their understanding and practice with media and digital

literacies.
Research What lived experiences of media and digital literacies are evident in the
Questions open educational practices of teacher educators in Canadian faculties of
education?

e What are the lived experiences with media and digital literacies of
teacher educators?

e How do media and digital literacies inform or shape practices of
teacher educators immersed in OEPr?

e What are the lived MDL experiences of teacher educators in
Canada, as evidenced in the ethos and actions within their OEPr?
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In the next chapter I provide the theoretical and conceptual frameworks used in this
dissertation research. This includes theories of socio-constructivism, connectivism, philosophy of
technology, and pragmatism. I explore phenomenology with a focus on post-intentional
phenomenology as a framework for this research. Under the conceptual frameworks section, I
examine fields of endeavour relating to teaching and teacher educators, media and digital

literacies, and open education.
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Chapter 2: Literature Review

Research frameworks are foundational to all qualitative and quantitative research (Grant &
Osanloo, 2014). My research ideas continued to emerge as I explored and constructed this
dissertation. The frameworks I studied guided my research path and helped me stay on track, but
also allowing me to push into new directions. The ontologies, epistemologies, methodologies,
and methods outlined in this dissertation frame my research story. In this way I take you, the
reader, on a “quest with some guiding principle (theory), using one or more ways of traveling
(methods) in order to obtain some hitherto elusive prize (results) that is valuable to one or more
interested parties (applications and implications)” (Ellingson, 2017, p. 66). As bell hooks (1994)
suggested, my “engaged voice must never be fixed and absolute but always changing, always
evolving in dialogue with a world beyond” (p. 11).

The theoretical framework outlined the metaphoric and foundational knowledge for this
research (Grant & Osanloo, 2014). In this dissertation, I made a distinction between theoretical
and conceptual frameworks as these are “neither interchangeable or synonymous” (Grant &
Osanloo, 2014, p. 16). Through the theoretical frameworks, I analyzed my ontological and
epistemic lenses. I explored these core, foundational elements as I outlined the underpinnings of
this dissertation.

The conceptual framework outlined the factors, constructs, variables, and relationships
within the research design (Grant & Osanloo, 2014) and also being reflexively analyzed through
my ontological and epistemic lenses. In the conceptual framework section of the literature
review, I examined research in three key areas and fields of study. These include teacher
education, with a specific focus on teacher educators in faculties of education, OEPr, and media

and digital literacies. The literature review section of this dissertation concludes with a graphic
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rendering, as an element of the crystallization methodology, remixing the theoretical and
conceptual frameworks as they impact and shape the research.

2.1 Theoretical Frameworks

A theoretical framework identifies a researcher's worldview, from the heart, not the head, and
impacts every decision made in the unfolding of the research (Grant & Osanloo, 2014). Since
theoretical frameworks are built from existing theories, mine are shared here as borrowed
blueprints, as I describe the concepts, assumptions and beliefs relating to my research (Grant &
Osanloo, 2014).

This dissertation is grounded in the theoretical foundations of socio-cultural constructivist
theories of learning originating from Dewey (1916), Vygotsky (Lowenthal & Muth, 2009; Roth
& Lee, 2007), and Papert (Papert & Harel, 1991). This constructivist paradigm adopts a relativist
ontology, suggesting there are many possible realities, and a subjectivist epistemology whereby
the researcher and participant co-create shared understanding (Denzin & Lincoln, 2013).
Interpretivist research strives to construct knowledge from individual meaning and viewpoints
(Tomaszewski et al., 2020). The interpretive researcher is described as a bricoleur (Denzin,
2017; Denzin & Lincoln, 2011) informed by “personal history, biography, gender, social class,
race, and ethnicity and those of the people in the setting; one who stitches, edits, and puts slices
of reality together” (Denzin & Lincoln, 2011, p. 5). In this research, I push this notion of
researcher as bricoleur by applying a crystallization approach (Ellingson, 2009) through my
active and creative mixing of elements into something precious and worthy of recognition. I
further explore crystallization in the methodology section of this dissertation.

This research is further framed by a post-modernist paradigm (Turyahikayo, 2021) since I
“question totalizing truths and certainty, reject grand theories and master narratives that tidily
explain a phenomenon, and resist the idea that, with just more research, we can better control the

world” (Tracy, 2020, p. 55). As a scholar with a post-modernist paradigm view, I considered
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knowledge and power as "fragmented, multiple, situated, and multi-faceted” (Tracy, 2020, p.
56). Although I ponder issues of power and hegemony, my research examined the layers of
reality experienced by open educational practitioners in faculties of education in Canada. From
this approach, I explored the lived experiences that emerge through teacher educators’ agency
and choice (Tracy, 2020) as media and digital literacies are acquired and applied.

As a scholarly researcher and writer within a post-modernist paradigm (Turyahikayo,
2021) I recognized that meaning is dependent on the signs, signifiers, and relationships between
textual elements residing within a context, where the conception of text is extended to
incorporate multiple and varied communicative formats such as images, video, audio, and
multimodal compositions (Gee, 2011; Kress, 2010). From this post-modernist paradigm stance,
this crisis of representation suggests that the meaning of images and text constantly shift and
intertwine, that "explanations and descriptions are unstable and relational", and that “one type of
text is not necessarily more real than another” (Tracy, 2020, p. 56). In this way, I not only
examined texts that are rhizomatically interwoven and interconnected, but also created and
shared texts emerging from this research that are multi-faceted, interdependent, and relational
(Ellingson, 2009; Tracy, 2020).
2.1.1 Constructivism
This research is grounded in the theoretical landscapes of constructivism outlined by John
Dewey (1910, 1916) and Jean Piaget (DeVries, 2008; Piaget, 1977) who suggested teaching and
learning are active, experiential processes. Social-constructivism, as advocated by Lev Vygotsky
(Burkitt, 2006; Vygotsky, 1934, 1986) extends constructivist theory to include social and
historical context into the learning equation. I believe learning occurs through the active
construction and engagement with others, through objects which can be manipulated in time and
space (Papert & Harel, 1991). Dewey, Vygotzky and Papert are theorists who ground this

research since I believe that MDL and OEPr occur within active, experiential, engaging,
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constructions, not bound by time or space, while interacting with others. Further to this, situated
cognition theory, that builds on Vygotzky’s work (Burkitt, 2006), proposed that learning is
constructed through interactions within social settings, engaging with semiotics, and interacting
with material artifacts (Seely Brown et al., 1989). Situated cognition theory (Collins et al., 1989;
Gee, 2004; Lave & Wenger, 1991) added to this research since the practice of teaching and
learning simultaneously occur in mind, body, and activity, through relationships, bounded in
communities of practice. Paying attention to the cultural, situational, and logistical signs and
signifiers impacted my understanding of the phenomena being researched and how teacher
educators navigated into MDL and digitally enabled OEPr spaces.

2.1.2 Connectivism

Since my field of study is cognition and learning, the theory of connectivism (Siemens, 2018)
was foundational to this research. Connectivism related to the role of cognition in generating
connections and networks, both internally and externally to the human brain. Siemens (2012)
described the principles of connectivism as a “response to a perceived increasing need to derive
and express meaning, and gain and share knowledge. This is promoted through externalization
and the recognition and interpretation of patterns are shaped by complex networks” (Tschofen &
Mackness, 2012, p. 125).

The four key principles of connectivism — autonomy, connectedness, diversity, and
openness — (Siemens, 2012; Tschofen & Mackness, 2012) are supported by emerging
technologies that are shaping human cognition in the way we “create, store, and distribute
knowledge” (Couros, 2010, p. 114). For this research, the cognitive and metacognitive processes,
the thinking about thinking with technology, and the thinking with others within connectivist
structures enabled by technology, as an expression of the lived experiences of teacher educators,
were explored in the stories of the teacher educators’ teaching and scholarship as they navigated

and made sense of complex MDL and OEPr amalgamations.
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2.1.3  Philosophy of Technology
This research was influenced by the philosophy of technology and material engagement theory
(Ihde, 2011; Thde & Malafouris, 2019) in an effort to better understand the human—technology
relationship. Although the conception of open education does not absolutely require the use of
technology, for this research with its focus on digital literacies, the integration of technology was
an essential consideration. Ihde and Malafouris (2019) suggested that "the difference that makes
the difference is the recursive effect that the things we make and our skills in making seem to
have on human becoming" (p. 195). I recognized that the everyday use of technology in
education does not take place in a vacuum nor embody a neutral stance (Van Den Eede et al.,
2015). Mediations of reality, as experienced and practiced, are shaped by the tools we use, since
“artifacts are able to exert influence as material things, not only as signs or carriers of meaning”
(Verbeek, 2011, p. 10).

Although not foundational to this research, some understanding of the actor network
theory was necessary (Blok et al., 2019) for this research since it offered some comparison to a
philosophy of technology. Similarities included an inter-relational ontology, a material
sensitivity, and a rejection of subject-object dichotomy (IThde, 2015). Both were considered for
this research. However, it is the appeal of the philosophy of technology, which focused on the
human action and perception as embodied with/through technology, rather than the linguistic-
textual semiotics of engagement offered by ANT, that I based this research (Ihde, 2015). My
interest focused on understanding how technological mediations and artifacts influenced MDL
considerations, and how the individual and socially negotiated actions lead to a teacher
educator’s enacted OEPr.
2.1.4 Pragmatism
Although not a primary focus for this research, the theoretical and ontological approaches found

within pragmatism held some sway over my worldview and thus needed to be explicated within
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this research. First, as a pragmatist, I understood that past patterns of action may not suit future
problems, which suited the uncertainty and rapid change that occurred within MDL and OEPr
spaces (Belshaw, 2011). Second, the allowance for error and chance made pragmatism a
practical philosophy and removed the need for perfection and the all-knowing-eye of the
researcher (Belshaw, 2011). Third, pragmatism rejected the notion of an objective stance through
which truth or belief are established, as “reasoning is allied to experience rather than replacing
it” (Belshaw, 2011, p. 131). Fourth, pragmatists understood that experiences are more than the
sum of the compilation of all the parts. In this way, pragmatic projects are not bounded by
explicit frameworks, but are reflections in action as a way to ‘unthink’ the experiences (Belshaw,
2011). For these reasons, the shadows of pragmatism are evident in the practical applications and
decisions I made within this research work.

2.1.5 Phenomenology

Phenomenology was both philosophy and methodology for this research (Creely et al., 2020). As
the primary locus and topic of this study, phenomenological research aimed to reveal and
describe lived experiences in order to gain understanding of the meaning of phenomena (Cilesiz,
2011). Thus my research focused on “richly describing the experiential essence of human

experiences” (Tracy, 2020, p. 65) as this related to MDL and OEPr in teacher education.
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Two central concepts in phenomenology are the notions of lifeworlds and intentionality
(see Figure 1). Lifeworlds are described as the immediate experiences of what already exists,
emerging from the world in its natural and emerging state (Tracy, 2020). The lifeworld is where
the phenomena are experienced and lived (Vagle, 2018). In this research, this lifeworld included
both the physical world of the participants’ geographic localized ecologies and also their digital
and electronic spaces described through /I-Technology-World relationships (Ihde, 1978;
Rosenberger & Verbeek, 2015). Intentionality was described as the meaning and “connections
that emerge in relations, contexts, and across time” (Valentine et al., 2018, p. 463). The use of
the word intentionality was not to be confused with the intent, purpose, aim, or plan to do

something. For phenomenologists, intentionality described “the way humans are connected
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meaningfully with the world” (Vagle, 2018, p. 126). Phenomenological researchers were aware
of how “words, language, concepts, and theories distort, mediate, and shape raw experience”
(Tracy, 2020, p. 65). Criticality and self-reflection were imperative considerations in
phenomenological research (Tracy, 2020).

In order to fully understand the post-intentional phenomenological (P-IP) paradigm
(Clifden & Vagle, 2020; Vagle & Hofsess, 2016) within which this research was framed, I first
explored the differences between the transcendental phenomenology and the hermeneutic,
existential phenomenological research paradigms, since these two perspectives are more often
applied to phenomenological research. I then uncovered the third phenomenological paradigm
and explained why post-intentional phenomenology (Vagle, 2018; Valentine et al., 2018)
provided the best fit for this research.
2.1.5.1 Transcendental Phenomenology
Transcendental, also known as descriptive phenomenology was inspired by Husserl’s philosophy
of consciousness (Tracy, 2020; Valentine, 2018). How the research participant knows, or is
consciously aware of some object, real or imagined, thus holding a ‘consciousness of something’,
was foundational when describing the “essence of a phenomenon or experience” (Valentine et
al., 2018, p. 464). The researcher must set aside their biases or habits of seeing while conducting
the research and data analysis. This was done through a process of bracketing or transcending
previously conceived theory, experiences, and understandings. This removed the researcher’s
influence from the interpretation of the phenomenon (Tracy, 2020; Valentine et al., 2018). Since
meaning was derived from the “intentional relation between subject and object” the researcher
studied the “of-ness” of the phenomenon (Vagle, 2018, p. 39). The focus was on accurate and
rich descriptions of the phenomenon as it was understood or known by the research participants.

For this research, the phenomenon under scrutiny was the MDL within OEPr of Canadian

teacher educators. This research shifted away from transcendental phenomenology since I did
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not ‘bracket’ or suspend my “habits of seeing” (Tracy, 2020, p. 65). It was not just the knowing
or understanding of the phenomenon of MDL within an OEPr, as seen through a teacher
educator’s experiences with MDL that interested me. It was the phenomenon of how
participants’ MDL shaped micro-practices as an open educational practitioner that was the aim
of this research.

2.1.5.2 Interpretive Phenomenology

Interpretive or hermeneutic phenomenology focuses on embodiment and being in the lifeworlds
and intentions relating to a phenomenon and is grounded in the philosophies of Heidegger,
Merleau-Ponty, and Gadamer (Valentine et al., 2018). This shift in phenomenology from
knowing to being resulted from Heidegger’s ontological interest in how people gave subjective
meaning to phenomena. Interpretive phenomenology was not just concerned with consciousness,
but in how lifeworlds constituted intelligible structures (Vagle, 2018) and how these meanings
were revealed through language and discourse, thus emphasizing the intentionalities within
people’s stories as a form of sense-making (Tracy, 2020). Vagle (2018) applied the preposition
‘in’ to describe the ‘in-ness’ of intentionality whereby the human subject is ‘in’ “intersubjective,
contextual relationships™ (p. 42). Bracketing was replaced by reflective and reflexive practices
that ‘bridle’ or restrain the researcher’s positionality and perspectives on the phenomenon
(Valentine et al., 2018). In this way, the researcher was not removed from the research, but
openly acknowledged their assumptions and positionality while they shared their reflexive
understandings of the phenomenon (Valentine et al., 2018).

Although a fuller presentation of interpretive phenomenological analysis (IPA) as
outlined by Smith (2004) was beyond the purposes of this research, it was important to reveal
three characteristic features of IPA — idiography, inductivity, and interrogation — that influenced
post-intentional phenomenological research. IPA followed an idiographic research sequence,

meaning that the researcher collected one case or participant’s story at a time, bringing it to a
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degree of closure, before moving on to subsequent cases or conducting a cross-case analysis of
themes for convergence or divergence (Smith, 2004). Since I conducted interviews and storying
events simultaneously and interwoven in time and space, this excluded IPA as a research
method.

Researchers following an IPA strategy inductively analyzed data and are open to
unanticipated and emergent themes or topics as well as continuing to interrogate and illuminate
extant literature (Smith, 2004). These characteristics may be evident in the research since my
process included a fluidity to the coding and analysis that deductively generated themes and
categories. I explored patterns within the whole-part-whole descriptions of the phenomena in
conjunction with the interview process.

Although transcendental and interpretive forms of phenomenological theory are of
interest, it is post-intentional phenomenology (P-IP) that provided the best fit for this research
since I posit that the MDL of teacher educators fluent in OEPr will be gathered in a fluid,
liminal, boundary crossing, and dynamic praxis that continually shifted toward an ideal of
becoming open, becoming literate, becoming teacher educator. The next section explores P-IP as
it related to this research.
2.1.5.3  Post-Intentional Phenomenology
Post-intentional phenomenology (P-IP) shifted the focus for my research from being to
becoming, from “identifying invariant structures ... toward exploring the various ways that
phenomena are socially produced in context” (Valentine et al., 2018, p.466). Vagle (2018)
applied the preposition ‘through’ to describe how the lifeworlds and intentionality found in
phenomena were permeable, malleable, non-linear and shifted over time. Intentionalities and
lifeworld experiences were reciprocally circulated and produced by the human participants as
well as the social systems, habits and practices found ‘through’ the phenomena (Vagle, 2018).

Theoretically, P-IP “takes place along the hyphen, the jagged edges of phenomenology and post-
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structuralist ideas, where stories are in flux, where we enter into middles instead of beginnings or
ends” (Vagle, 2015, p. 597). This notion of being hyphenated suited my research questions since
I perceived that the phenomenon of media and digital literacies within an OEPr would have no
beginning or ending.

This framed my understanding that knowledge of the phenomena, and the phenomenon
itself, was fluid, always becoming, since knowing about lived experiences with MDL would be
“changed to the extent that reality also moves and changes” (Horton & Freire, 1990, p. 101). P-
IP researchers suggested that phenomena are not rigid, but were temporal and partial, since the
focus of the research is on examining the essential features of the phenomenon “at a given point
in time, for a given group of participants, contexts, or cultures” (Valentine et al., 2020, p. 466).
Thus, post-intentional phenomenologists take into account the “multi-dimensionality, multi-
stability, and the multiple ‘voices’ of things” (Ihde, 2003, p. 25) as well as the variant ways
participants’ lifeworlds emerged. It was through the notion of intentionality, or the “directional
shape of experiences” (Ihde, 2012, p. 24), that I further determined P-IP was an appropriate
theoretical framework for this research. P-IP was theoretically linked to connectivism (Siemens,
2018) in that intentionality was a “commitment to the idea of connection — and that the
meaningfulness of living and the lifeworld resides in the connectivity among humans, things,
ideas, concepts, conflicts, etc., not in humans or in things or in ideas alone” (Vagle, 2018, p.
128). This suited my research design.

Conceptually, a P-IP paradigm shifted away from the notion that there is a “brute reality
out there — present and fixed — with an essence that can be both immediately perceived ... and
brought to light and expressed in language” (St. Pierre, 2013, p. 651). I considered how the
phenomenon of media and digital literacy would be represented by transcendental illusions,
contaminated by past, present, and future (St. Pierre, 2013; Vagle, 2018). For this research into

MDL in the OEPr, I attended to St. Pierre’s (2013) notion of the “materiality of linguistic and
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discursive practice” (p. 652) where language and reality exist together. Theoretically, P-IP
pushed me to consider where I needed to reject binary thinking about becoming media and
digitally literate in favour of a logic of connection (St. Pierre, 2013; Vagle, 2018).

Clarity of the P-IP construct was gained through the Deleuzian conceptions of
assemblage and lines of flight (Adkins, 2015: St. Pierre, 2013; Vagle, 2018) as both are seen as
central to P-IP. Assemblages, described as the shapes of things, are concrete collections of
materials that tend toward both stability and change (Adkins, 2015). Lines of flight are transitory
(Adkins, 2015); exhibiting movements of fleeing, flowing, leaking, and eluding (Vagle, 2018)
within the phenomenon being researched. Vagle (2018) describes three lines of flight afforded by
P-IP which are helpful for this research: first, a “re-conception of the intentional connection”
with a “focus on how things connect rather than on what things are” (Vagle, 2018, p. 129,
emphasis in original) which emphasizes instability and partiality; second, re-conceiving of
intentionality through a both/and perspective of individuals within their worlds, both agent and
acted upon; and third, relationships and connections as being less linear, more transitorily
multiple and shifting across “distances, intensities, and movements within and among things,
relations, ideas, theories, and experiences” (Vagle, 2018, p. 131). These theoretical
understandings suited my research design.

When I juxtaposed P-IP with Ellingson’s (2014) conception of crystallization, I
confirmed my thinking about how P-IP supported the notion of media and digitally literacy as an
open educational practitioner. Rocha (2015) re-emphasized that P-IP research was conceived as
an assemblage by describing the shifts in phenomenology as it moved from a focus on objects,
on being, and on giveness, but added his own reduction with a focus on offerings. St. Pierre
(2013) underscored P-IP as being “entangled, connected, indefinite, impersonal, shifting into

different multiplicities” (p. 653).
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As a P-IP researcher, seeking to find the stories of MDL within OEPr through lived
experiences, | must “examine practices rather than going deep, looking for origins and hidden
meanings that exist outside of being” (St. Pierre, 2013, p. 649). It would become evident through
productions and provocations created with and without technologies, that the temporal, partial,
and contextual features of ambiguous, emergent, and variant phenomena (Valentine et al., 2018)
such as MDL in an OEPr might be revealed. Thus, my P-IP research would rely on gathering
rich data from a variety of sources and from lived-experiences “meant to stand as testimony,
bearing witness” (hooks, 1994, p. 11). In this research, proxies for teacher educators’ MDL
within their OEPr were revealed in writing, interviews, observations, media productions,
discourses, and histories. Rocha (2015) referred to these as “offerings” (p. 6). In this way, the
phenomena of media and digitally literacy as an open educational practitioner in Canadian FoE
was understood as a “relation of possible meanings being shaped, produced, and provoked”
(Valentine et al., 2018, p. 467) and as a “movement against and beyond boundaries” (hooks,
1994, p. 12).

For P-IP researchers, reflexivity requires a “dogged questioning of one’s own knowledge
as opposed to a suspension of this knowledge” (Vagle, 2018, p. 82). This involves continual
attention to moments where connection/ disconnection became evident, where normality is
assumed, where bottom lines are discovered, and where shock or insights emerge (Valentine,
2018). Research data is iteratively analyzed through wholistic, selective and detailed readings
(van Manen, 2014) that shape and crystallize the facets found within whole, parts, meanings,
particularities, and unique assemblages. It was in these crystallizing moments that I as a P-IP
researcher used reflexivity to open the potentialities of turning to wonder (Rocha, 2015; Vagle,
2018). It was in these open moments when the lived experiences being researched created
feelings of awe, perplexity, and surprise. In this way, the research and the writing of

phenomenological research benefited from multi-modal expressions of visual, auditory,
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language, images, art, video, or music (Vagle, 2018; van Manen, 2014). From this review of P-IP
I confirmed that this philosophical framework was the best fit for this research.

2.2 Conceptual Frameworks

"[ think that even though we need to have some outline, I am sure that we make the road by
walking. ... I see this thing as just unfolding as we go along.” (Horton & Freire, 1990, pp. 6-7)
The conceptual framework outlined the factors, constructs, variables, and relationships in the
research design (Grant & Osanloo, 2014) and reflected the previously mentioned ontological and
epistemic theoretical lenses. Just as Horton and Freire (1990) suggested, and in post-intentional
phenomenological fashion, I allowed this research to unfold as I go — always in a state of
becoming. In this section I explored conceptual understandings and literature relating to being a
teacher educator, then examined the concepts relevant to OEPr, and concluded with an
investigation into the concepts and literature surrounding media and digital literacies. These
conceptual frameworks included a cursory link to trends toward globalization and pandemic
related impacts, as these influenced teaching in faculties of education. At the end of the
conceptual framework section, I provided a crystallizing reflection, as a visualization of these
theoretical and conceptual frameworks, since this illuminated directions for the research design
of this dissertation.

2.2.1 Teaching as a Teacher Educator in a Faculty of Education

“Simply put, it is reasonable to assume that quality teacher preparation depends on quality
teacher educators. Yet, almost nowhere is attention being paid to what teacher educators should
know and be able to do” (Goodwin & Kosnik, 2013, p. 334).

Teaching is described as both art and science (Biesta, 2022; Marzano, 2007). Elements of
teaching according to Banner and Cannon (1997/2017) included learning, authority, ethics,
order, imagination, compassion, patience, tenacity, character, and pleasure (see Figure 2). Across

the provincial education jurisdictions for kindergarten to Grade 12 (K-12) education, elements of
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teaching practice are identified in the standards of practice and the ethical standards outlined for
the profession (Alberta Education Office of Registrar, 2023; BC Teachers' Council, 2019;
Ontario College of Teachers, 2020). Examining documents from Alberta, British Columbia and
Ontario, I notice a range of attitudes, ethics, competencies, fluencies, and skills. When
examining teaching standards, there may be similarities between K-12 and higher education. The
teaching standards may be applied for verification and certification of graduates from a FoE
course of study; however, these are not explicitly identified for the context of teacher education,
nor are these standards connected to the practice of teaching by teacher educators. Although the
Figure 2 connection between teaching, knowledge
Elements of Teaching acquisition, learning, and literacy
development is worthy of further
investigation, this was not the primary focus
of this conceptual investigation. Here I
focused on the conceptual frameworks that
grounded my investigation into media and

digital skills, fluencies, competencies and

Remixed From
+ Banner + Cannon (147/20)

literacies of teacher educators as these are
Note. Compiled and remixed from Banner & Cannon,

1997/2017; Koehler & Mishra, 2009; Ontario College experienced within an OEPr and defined the
of Teachers, n.d. Published under CC BY-SA-NC

license (DeWaard, 2023). . .
( ) elements of a teaching practice.

As the statement by (Goodwin & Kosnik, 2013) illuminated there was an identified need
for research into how TEds do what they do (Ellis & McNicholl, 2015) and delve into what it
means to be a teacher educator. In this research, it is timely that teacher educators share their
expertise as practitioners and theorists within open educational networks — making explicit what
is often tacit and unspoken — sharing their knowledge, reflections and actions (Beck, 2016;

Bennet & Bennet, 2008) outside of the traditional silos of academia. In this way teacher
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educators may well showcase what they know and how they enact and embody the art and craft
of teaching (Biesta, 2022; Marzano, 2007) (see Figure 3).

Figure 3 With a focus on TEds as a critical

1. Teach.

component of FoE, it was essential to

examine factors relevant to teacher
education and specifically on research
relating to teacher educators. Teacher
education programs are referenced here as

faculties of education (FoE). These are

e irsscar departments in higher education institutions

in community.

providing a course of study in the discipline
of education, sometimes referenced as
teachers colleges or initial teacher education

Note. Compiled and remixed from Banner & Cannon, (Association of Canadian Deans of

1997/2017; Foulger et al., 2017; Palmer, 2005, 2016, ) )
2017. Published under CC BY license (DeWaard, 2023).  Education, 2017). Courses in the FoE are

designed and delivered by teacher educators (TEds) to teacher candidates (TCs) who graduate to
become licensed teachers, usually employed to work within the kindergarten to grade 12 (K-12)
sector of education. For this research, FoE programs are differentiated from professional
development courses, instructional design departments, or higher education centers for teaching
and learning, where opportunities and support for the development of teaching skills and
competencies may also be provided. These alternative learning opportunities are often informal
or short-term and frequently come without the full range of courses, subject matter, or
credentialing systems found in FoE.

An additional consideration for this research was the inclusion rather than exclusion of

online courses course offerings and recognizing that open educational practices are not
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constrained to being only online. Chickering and Gamson's (1987) insights into good teaching
practices for undergraduate online education included actions that encouraged contact between
teachers and students, developed reciprocity and cooperation within course contacts, used active
learning techniques, provided timely feedback, emphasized time on task, communicated explicit
and high expectations, and respected diversity in learner’s talents and ways of learning. These
elements may subsequently be seen as qualities of open educational practices.

Since education in Canada falls under provincial jurisdiction, initial teacher education
programs in FoE are developed with limited national oversight. An undergraduate degree
followed by a course of study in the education department is the most common design of FoE in
Canada (Russell & Dillon, 2015). Some universities offer a concurrent education program
whereby education related courses are incorporated into the undergraduate course of study. A
graduate degree at the master or PhD levels of study should not be confused with initial teacher
education, alternatively called the professional-years of study. For the purpose of this research,
the focus was on initial teacher education, commonly completed within one to two years of study
following an undergraduate degree (Kitchen & Petrarca, 2022).

Research literature revealed two key issues in teacher education. First, teacher education
programs face the challenge of managing two competing demands - the ‘theory-practice’ and
‘research-teaching’ tensions (Cochran-Smith, 2005; Eisner, 2002; Zeichner, 2012). This
episteme — phronesis dichotomy was an ongoing issue in teacher education (Pisova & Janik,
2011). In Canada, these tensions were the focus of many FoE reform initiatives (Russell &
Dillon, 2015). As outlined by Russell and Dillon (2015), teacher education program design
traditionally included the what and the how of teaching practice. The what focused on
foundational elements such as subject specific methods, aspects of teaching such as behaviour
management or assessment, as well as the sequencing of courses and the organization of

practicum experiences. The how focused on the process of enacting teaching in the classroom
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and the contexts of learning such as within a community of inquiry. Tensions emerged in FoE in
a push/pull relationship for time, space, and attention to theory or practice. These tensions were
exacerbated by recent pandemic-influenced teaching and learning constraints (Danyluk et al.,
2022). The OEPr of TEds can reveal how working within and through these tensions occurs.
Through actively ‘thinking out loud’ in blogs, social media, and open publications, particularly
when sharing details of the what, how, and why they do what they do, teacher educators may
reveal integrated literacy activities, strategies, and learning opportunities within their OEPr.
A second issue was the nature of those who teach in FoE. The term teacher educator

(TEd) described those individuals tasked with teaching in the FoE. These TEds were seen as
gatekeepers and lynchpins to the teaching profession and considered to be a critical factor in the
quality and transformation of teacher education programs (Kosnik et al., 2015; Stillman et al.,
2019; Voithofer et al., 2019). Yet it was noted that there is a highly transient nature of precarious
employment within teacher education (Kosnik et al, 2015). Some TEds bring extensive practice
from the field of education into their course designs. Other TEds may be new to the discipline, or
become TEds as a result of an academic and research stream of study. Although teachers in the
K-12 sector in many provinces are licensed to teach by a governing body, such as the Ontario
College of Teachers, this is not a requirement for employment or teaching in higher education
sectors such as FoE. Research noted that some TEds had extensive research experience, yet may
have little or no formal knowledge of teaching practices. Although TEds were considered central
to good teacher education, they received little attention (Vloet & van Swet, 2010). TEds were
often overlooked, invisible, and rarely researched within the field of education (Crawley, 2018;
Izadinia, 2014; Kosnik et al., 2015; Voithofer et al., 2019; Woloshyn et al., 2017). Perceptions
suggested that TEds:

should be able to handle themselves in their practice, to act in an effective way, to take care

for themselves and to be physically, emotionally and cognitively balanced. They should
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have a realistic self-concept, concerning who they are, what they are able to do and how

they want to develop themselves, especially when coping with educational innovations. ...

They should have insight into their personal experiences, feelings, values and motives, and

gain self-knowledge about processes of their identity development, construction of

meaning and their professional development (Vloet & van Swet, 2010, p. 150).

With rapid changes in media and digital technologies impacting the preparation of teachers
in FoE, there were increasing demands on teacher educators to improve outcomes (Buss et al.,
2018; Garcia-Martin et al., 2016). Research and change efforts in FoE included: a) self-study
(Hordvik et al., 2020; Kosnik et al., 2015); b) the infusion of technology, pedagogy, and content
knowledge (TPACK) frameworks (Allen & Katz, 2023; Jaipal-Jamani et al., 2018; Voithofer et
al., 2019); c) the application of participatory teaching (West-Puckett et al., 2018); d) networking
and collaborative teaching and learning (Heldens, 2017; Lohnes Watulak, 2018; Oddone et al.,
2019); e) digital literacies and digital citizenship (Choi et al., 2018; Nascimbeni, 2018); and f)
open educational practices (Albion et al., 2017; Kim, 2018). Recent research showed some of the
issues and opportunities TEds face when digital literacies were infused or integrated within
Canada’s teacher education programs (DeWaard, 2022). Changes to FoE programs are politically
driven, as suggested by the US Department of Educational Technology 2016 report on
Advancing Educational Technology in Teacher Preparation: Policy Brief (Stokes-Beverley &
Simoy, 2016) calling upon “leaders of teacher preparation programs to engage in concerted,
programmatic shifts” (p. 4). The political impact on teacher education is evident in governmental
reforms that drastically changed the organization and application of initial teacher education
programs in Faculties of Education in Ontario (Kitchen & Petrarca, 2015).

Although not explicit to MDL or OEPr research, this research was informed by the
Teacher Educator Technology Competencies proposed by Foulger et al., (2017) in their

exploration of the technological practices of TEds. These teacher educator technology
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competencies established a foundational set of skills and attributes to support self-reflection and
professional development (Foulger et al., 2017). Subsequent research examined these
competencies in practice (Thomas et al., 2019) but explicit connections to MDL within OEPr of
TEds in FoE have yet to be made. Allen and Katz (2019) proposed that teacher educators were
positioned to impact the future of OEPr within K-12 education. With this in mind, this research
focused on the nexus between MDL and OEPr found in teacher educators in FoE in Canadian
contexts, recognized the complexity of teaching in teacher education, and hinted at a life-long
learning approach to teacher education (Livingston, 2014, 2017).
2.2.2 Open Education
“An open mind leaves a chance for someone to drop a worthwhile thought in it.” Mark Twain
Just as envisioned by author Mark Twain, the premise and promise of open education (OE)
included the "simple and powerful idea that the world’s knowledge is a public good and that
technology in general and the Web in particular provide an extraordinary opportunity for
everyone to share, use, and reuse knowledge” (Geser, 2012). OE moved beyond the conception
of open with a focus on cognition, as Twain’s quote suggested. Openly available technologies,
education and scholarship are a “shared enterprise, a communal act” (Blomgren, 2018, p. 64).
Weller (2014) described open education (see Figure 4) and suggested it has shifted from the
periphery to mainstream academic practice. Over time, the term ‘openness’ shifted to mean
many things when considered from an educational perspective, including “access, flexibility,
equity, collaboration, agency, democratization, social justice, transparency, and removing
barriers” (Zawacki-Richter et al., 2020, p. 321).

From this vision of OE emerged Wiley's (2014) application of the five R’s of reuse,
revision, remixing, retention, and redistributing resources within pedagogical practices, and
Wiley and Hilton's (2018) conception of OER-enabled pedagogy shaped possible boundaries

around the conception of how educators approach teaching from an open perspective. The Cape
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conceptualization of open education defined my research work:
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Town Open Education
Declaration (2007)
suggested that, beyond
using OER, open
education included
“collaborative, flexible
learning and the open
sharing of teaching
practices that empower
educators to benefit from
the best ideas of their
colleagues ... to include
new approaches to
assessment, accreditation
and collaborative
learning” (The Cape Town
Open Education
Declaration, 2007,
paragraph 4).

The following

Open education is a way of carrying out education, often using digital technologies. Its aim

is to widen access and participation to everyone by removing barriers and making learning

accessible, abundant, and customisable for all. It offers multiple ways of teaching and
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learning, building and sharing knowledge. It also provides a variety of access routes to

formal and non-formal education, and connects the two (Inamorato dos Santos, 2019, p. 6).

This description was presented in the UNESCO document Opening Up Education where a ten-

dimensional framework outlined six core dimensions (access, content, pedagogy, recognition,

collaboration, and research) supported by four transversal dimensions (strategy, technology,

quality, and leadership) (Inamorato dos Santos et al., 2016). This framework was helpful in

understanding the construct of open education since it is, and continues to be, a contested

concept. A clearly defined boundary of open education was not possible, as posited by

Pomerantz and Peek (2016), since more than fifty shades of open can be delineated by OE

researchers and practitioners.
Figure 5
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Open education predates the ubiquitous
use of digital technologies (Noddings & Enright,
1983). OE research was not constrained or
limited to digital resource production, digitally
enabled teaching and learning, or electronic
distribution of learning materials. However, for
this research, digital was an essential component
of open education. Cronin and MacLaren (2018)
explored the extensive reach of open education
conceptions to describe "not just policy,
practices, resources, curricula and pedagogy, but
also the values inherent within these, as well as
relationships between teachers and learners" (p.
217). There are many conceptions, definitions,

and visions for open education (see Figure 5).
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These are related to open educational resources (Bayne et al., 2015; Rolfe, 2012; Weller, 2014);
open scholarship (Stewart, 2015; Veletsianos, 2015; Weller, 2016); the open education
movement (Alevizou, 2015; Couros, 2006; Farrow, 2016b; Rolfe, 2017); open pedagogies
(Armellini & Nie, 2013; Hegarty, 2015; Paskevicius & Irvine, 2019; Wiley & Hilton, 2018); and
open education practices (Couros, 2010; Cronin & MacLaren, 2018; Paskevicius, 2017; Roberts
et al., 2018; Roberts, 2019; Stagg, 2017).

Although the dominant research discourse examined open educational resources (OER),
my research focuses on the transformative potential of OEPr, which is under-represented in
scholarly work, particularly in the field of education (Cronin & MacLaren, 2018; Nascimbeni,
2018; Paskevicius, 2018; Roberts, 2019; Tur et al., 2020).

For clarification, I differentiated between open education practices using OEPr, rather
than the usually applied acronym OEP which is commonly applied to both open pedagogies and
open practices. In this way [ hoped to add to the evolution of this term and provide clarity in
naming this concept. In the next sections I defined OER, explored a framework for open
pedagogy, and elaborated on conceptions of OEPr.
2.2.2.1 OER: Open Resources
Open educational resources (OER) are free, openly accessible, openly licensed educational
materials (text, media, and digital assets) that can be used for teaching, learning, research, and
other purposes (UNESCO, 2019). The term OER encompassed publicly accessible materials
available to anyone to reuse, remix, revise, improve and redistribute (Wiley & Hilton, 2018)
under license formats that frequently included Creative Commons licensing frameworks. The use
and application of OER has transformative potential when the benefits of sharing across
institutions and countries are fully realized (McGreal, 2017). OER application and production

relied on individuals in educational settings to become open in the ways “they produce and share
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knowledge, in the way they teach and assess students, and in collaborating with others”
(Inamorato dos Santos, 2019, p. 7).

Since the Cape Town Open Education Declaration in 2007 and 2012 Paris OER
Declaration (UNESCO, 2012) the United Nations and UNESCO have advocated and promoted
the use and creation of OER (Hodgkinson-Williams & Gray, 2009) to uphold open education
initiatives particularly in the support of the SDGs in education (UNESCO, 2012b). In 2017, the
Ljubljana Action Plan (UNESCO, 2017) provided direction for building capacity, ensuring
inclusive and equitable access, and developing sustainability models for the development of
policy and environments for OER (Jozef Stefan Institute Centre for Knowledge Transfer in
Information Technologies, 2020). These directions coincided with UNESCO’s plan for
sustainable development goals specific to education (CICAN, 2020).

In 2019, the UN General Conference adopted a recommendation that outlined five areas
of action for OER: a) build capacity to create, access, re-use, adapt and redistribute OER; b)
foster supporting policies; c¢) inspire inclusive, accessible, and equitable OER; d) develop models
to sustain OER; and e) accelerate international teamwork (UNESCO, 2019a). This sets a global
direction for OER to be recognized and supported as an area for growth within each
country. Here in Canada, the development of OER and open education relies on provincially
funded educational initiatives. Pan-Canadian organizations helped to open up the traditionally
siloed educational K-20+ sector (Canada’s Open Education Initiatives, n.d.). Networks of
educators built collaborative OER as part of course work, with students as active agents of
information generation (Brown et al., 2022; O’Byrne et al., 2014; Robertson et al., 2012). For
this research, the primary focus was not on the production of OER but rather the shift in teaching

practices that occurred when TEds included the use, creation, or assessment of OER.
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2.2.2.2 OEP: Open Pedagogy
Open educational pedagogy (OEP) is often conflated or confused with conceptions of open
educational practices (OEPr). Finding the edges of the concept of OEP helped clarify the
conception of OEPr that was essential to my research. Although neither 'open' or 'pedagogy’
requires the use of digital technologies, the constraint I applied included the condition of
electronic or digitally enabled web-based tools and resources. The use of OER is not a required
condition within this conception of OEP, but making use of OER that are licensed for remix and
reuse are often considered part of a pedagogical design. For this research, I considered open
pedagogies (OEP) as a subset encompassed within the broader concept of OEPr.

OEP are sometimes referred to as open teaching (Couros, 2010; Nascimbeni & Burgos,
2016) and are defined by teaching and learning habits, facilitation and support by open
educators, the making or using of OER, engaging students in creating OER, and the sharing of
accessible professional materials (Cronin, 2017; Farrow, 2017). As shared by McAndrew and
Farrow (2013), the International Council for Open and Distance Education declared OEP to
include the creation, use and repurposing of quality OER that is supported by institutional
policies. Veletsianos (2015) distinguished between OEP licensing and OEP sharing cultures,
relating to making artifacts or activities to engage with others. Alternatively, Bali et al. (2020)
analyzed ways that processes in applying OEP might be thought of as being socially just (see
Figure 6). Werth and Williams (2022) contributed a value-laden framework to conceptions of
OEP since education is a value-laden enterprise. Values such as transparency, sharing,
personalizing learning, learner empowerment, deconstruction of traditional power structures, and
collaborative knowledge construction were associated with open design, content, assessment,
and OER-enabled pedagogies (Werth & Williams, 2022; Wiley & Hilton, 2018). Interestingly,

Tietjen and Asino (2021) contended that definitions of OEP were devoid of any consideration or
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inclusion of conversations about pedagogy.
Open pedagogy is further defined as a:
site of praxis, a place where theories about learning, teaching, technology, and social
justice enter into a conversation with each other and inform the development of educational
practices and structures. This site is dynamic, contested, constantly under revision, and
resists static definitional claims. But it is not a site vacant of meaning or political
conviction (Jhangiani & DeRosa, 2018).
This definition suggested an evolving understanding of what open pedagogy means and pointed
toward the praxis/practices in education that enable openness which included a social justice
perspective (Bali et al., 2020b) (see Figure 6). In this way, pedagogy moved beyond the
collection or distribution of educational 'stuff' and shifted toward an orientation, a "quality held
by educators themselves", and a description of an educational identity (Tur et al., 2020, p. 4).
Hegarty (2015) explored open pedagogies by applying eight attributes - learner
generated, connected community, peer review, participatory technology, innovation and
creativity, sharing ideas and resources,

Figure 6
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open pedagogies provided openly accessible, openly managed, socially engaging, experiential,
and scaffolded learning events and assets as co-facilitators and catalysts for learning (Ehlers,
2011; Hegarty, 2015). In considering OEP as a learning design process Roberts (2022) applied
Hegarty's OEP attributes to suggest pathways and interventions as supports for a continually
reflective teaching practice that brought a deeper understanding of OEP in practice.

The OEP framework developed by Tietjen and Asino (2021) provided five elements that
connected to this dissertation research. First, OEP was viewed as poly-vocal, seeking and
thriving on a diversity of cultural voices within knowledge-building networks. Second, OEP
emphasized a participatory culture, accepting contributions from around the world and where
learners contributed to global knowledge. Third, OEP used and applied a common and open
licensing system to contribute to the learning of others. Fourth, OEP connected to external, non-
traditional and informal learning spaces. Fifth, OEP encouraged collaboration by structuring
communities of practice since this was viewed as a means to support others through crises
situations (Tietjen & Asino, 2021). These elements may connect to the lived experiences of the
participants in this research.

Paskevicius and Irvine (2019) applied structuration theory to their investigation into the
OEP of higher education in British Columbia, finding approaches to openness were influenced
by the selection of source materials, the compilation of found and created resources, and the use
of open tools and resources to communicate and share openly. The three approaches included the
explorations of OER, designing materials and artefacts with openness in mind, and a focus on
open publications of scholarly work. They discovered a diverse arrangement of openness along a
continuum from closed access without open design to shared and created with open design
(Paskevicius & Irvine, 2019). Challenges and issues included a lack of time, lack of program-
wide integration planning, and the need for clear “delineation of boundaries for terminology so

that the semantics around access and pedagogical strategies are clear” (Paskevicius & Irvine,
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2019, p. 17). These findings supported my research as there may be recognizable similarities
with the open pedagogical practices of TEds in Canadian FoE.
2.2.2.3 OEPr: Open Practices

Despite more than a decade of developing conceptualizations of OEPr, as shaped by social,
cultural, geographic, and economic factors, there are still no clear definition of what it means to
practice open education (Bozkurt et al., 2019; Cronin & MacLaren, 2018). Broadly speaking
OEPr encompassed (a) open sharing of learning and instructional design, (b) collaborative
development of open educational content and resources, (¢) open and accessible co-creation and
delivery of learning activities, and (d) the application of shared peer and collaborative
assessment and evaluation practices (Bozkurt et al., 2019; Cronin & MacLaren, 2018;
Nascimbeni & Burgos, 2016; Paskevicius, 2017; Wiley & Hilton, 2018). Some of these elements
of an open educational practice (see Figure 7) suggested increased transparency, improved
collaboration, and the democratization of educational endeavours (Kimmons, 2016; Steiner,
2018). OEPr continued to be shaped by a philosophy about teaching that emphasized “giving
learners choices about medium or media, place of study, pace of study, support mechanisms, and
entry and exit points” (Bozkurt et al., 2019, p. 80).

OEPr was more narrowly defined by identifying skills and abilities educators applied when
opening their teaching and learning environments by removing barriers to learning (Cronin,
2017; Nascimbeni & Burgos, 2016). Paskevicius (2017) defined OEPr as “practices where
openness is enacted within all aspects of instructional practice; including the design of learning
outcomes, the selection of teaching resources, and the planning of activities and assessment” (p.
127). For my research, I explored the OEPr of teacher educators as they engaged and
participated, created and networked, selected learning objects, and/or applied Creative Commons
licensing (Paskevicius, 2017; Watt, 2019).

Nascimbeni and Burgos (2016) attempted to identify and measure the qualities of an open
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educator using their Open Educators Factory which examined elements of teaching practice such
as openly designing learning, developing and using open content, teaching openly, and applying
assessment that shifts beyond the notion of a disposable assignment (Nascimbeni & Burgos,
2016; Paskevicius, 2018; Wiley & Hilton, 2018). This description added characteristics of an
open educator:
An Open Educator chooses to use open approaches, when possible and appropriate, with
the aim to remove all unnecessary barriers to learning. He/she works through an open
online identity and relies on online social networking to enrich and implement his/her
work, understanding that collaboration bears a responsibility towards the work of others
(Nascimbeni & Burgos, 2016, p. 4).
Tur et al., (2020) suggested a different focus when becoming an open educator and enacting an
OEPr. Applying a threshold concepts lens, Tur et al., (2020) described OEPr as "capabilities,
skills, experiences or practices ... which might also indicate ways of thinking, practicing and
being which act to signal membership of, or changing status within, a community of practice" (p.

Figure 7
5). Tur at al., (2020) suggested a
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research, this coincided with Gee's (2017) notion of "being" and "becoming" as a means of
highlighting this internal state in becoming an open educator.

To further distinguish between OEPr as an external action or event to one that focused on
internal qualities (see Figure 8). Cronin's (2017) clarification of openness as “individual,

complex and contextual” (p. 18) was a helpful
Figure 8
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and reflective.

I reflected on a holistic conception of a teaching practice as open as I juxtaposed Cronin’s
(2016) notion of openness with the writing of Parker J. Palmer (2017) who described three
entanglements in teaching. First was the content or subject matter that must be managed. Second
was the complexity brought to the teaching environment as embodied in each student. The third
suggested the greatest challenge that comes from within each educator since “we teach who we
are” (p. 2). Palmer (2017) stated:

Teaching, like any truly human activity, emerges from one’s inwardness, for better or

worse. ... The entanglements I experience in the classroom are often no more or less than
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the convolutions of my inner life. Viewed from this angle, teaching holds a mirror to the
soul. If I am willing to look in that mirror, and not run from what I see, [ have a chance to
gain self-knowledge—and knowing myself is as crucial to good teaching as knowing my
students and my subject (p. 3).
As I deeply considered OEPr, I realized it is into open education spaces that TEds project their
inner selves, as they become both a mirror and a window (Style, 1988) for others, and where
their teaching was openly displayed in all the layers, negotiations, tasks, actions, and care
encompassed within the art and act of teaching. I reflected that, in open educational contexts,
OEPr is a manifestation of everything TEds are and do as a teacher. The digital technologies and
resources they selected, used, and integrated into their courses mirrored their personality,
persona and identity, both physical and digital. TEds revealed, either physically or virtually, their
identity and selthood since “good teaching cannot be reduced to technique; good teaching comes
from the identity and integrity of the teacher” (Palmer, 2017, p. 4).

Thus, I defined OEPr as the sum total of an educator’s internal ethos, acts of hospitality,
and ways of being open, along with pedagogical decisions and shared scholarship. OEPr requires
continual and intentional negotiations in education related spaces and places, making decisions
that impact student learning, and presenting opportunities to explore open assessments, integrate
open technologies, and engage with open communities (see Figure 8). One area that required
further exploration was how OEPr are impacted or influenced by skills, fluencies, competencies
and engagement with media and digital literacies. The concepts of MDL are explored in the next
section.

2.2.3 Literacies
Literacy is a human process of making sense of our world, binding our understanding and
relationships to each other and our contexts using symbols and communication technologies.

Literacy is found in the “relationship between human practices and the production, distribution,
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exchange, refinement, negotiation and contestation of meaning” (Lankshear & Knobel, 2007, p.
2). Within this relationship building process there is a reciprocity between practice and meaning-
making, between context and language, and between reading and writing (Lankshear & Knobel,
2007).

Figure 9
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Stordy (2015) examined literacy/ literacies research, grounded in the works of Gee
(2009), Kress (2010), Lankshear and Knobel (2007), Street (2003), and The New London Group
(1996) to create a taxonomy that encompassed a multitude of definitions and variations of
relevant terms. This taxonomy included both an autonomous perspective outlining psychological

cognitive definitions and an ideological perspective relating to socio-cultural approaches that
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explicates distinctions initially made by Street (2013) when defining literacy/literacies. Stordy

(2015) differentiated these into those literacies that integrated no-or-few digital technologies

(conventional), those that incorporated new technical elements (peripheral), and those literacies

that assimilated new technical stuff with new ‘ethos stuff’ (paradigm), as further described in the

Taxonomy of Literacies (see Figure 9).
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Spirals To Literacies

@oBr-sKc jdovard
Remsed fom Vorious soutces

BOTH Autonomons / Counimive
AND ToeoLoeic A / Socio- cuturar

Characterized by
« liminal HJ

oy Communi icattion
’ ‘ﬂu;%ub dy  Jouener worForrna “re ACROSS Condition;
: ::’r:m%j +boundaries nota
“partiality Xt
+sitwated )

DEEP PR - cosmopolitanism WIRLD MAKING ::::::5
CONCEPTUN. \Qgcitially | \yiNg EMERGENT unobtainable
undefined
IDEAL
NEW KNowLEPGE
NEW APPLICATIONS c
both bcal  both practice . APABILITIES
. Crossing a (senyto08)
and globa) 4 production ‘H\res)?,,u chicemoking
LA -variable
uﬁhﬂ R LA -diverse
aeity”  JCompetencies] criv B
« characteristics -

market driven

collection of skills and Hluencies for defined purposes

standardization

P uinif\
::cosmzl . 3 0 go.:?re,hensivn "
+ esrions praxis 3 -
§ meanings s patterns
kmw'.eda.e - nfpljins m leurmna bj rythme
wd chilities (B stategies doing s phrasing

s speed
wintonafion

» P'|+d\/fu-e

pradicd ufplicu‘f jons

PROFICIENCY
EAPERTISE
STRUCTURE
CONSISTENCY -
~\ ” domain specitic  practicing  repetition gk power and
-h.a'm'mg ond ~ p uLeLulreJ /#mhing behuviours o Pﬂ"'ege

Skills

transferabil i{y
bin ary lisks

experience [ physical achion b reductionist

Note. Compiled and remixed from Belshaw, 2011; Downes,
2012; Hoechsmann & Poyntz, 2012; Kellner & Share, 2019;

Nichols & Stornaiuolo, 2016, 2017, 2018, 2019, 2021.
Published under CC BY-SA-NC license (DeWaard, 2023).

The taxonomy was grounded in
literacy research and provided a working
definition of literacies that “captures the
complementary nature of literacy as a
cognitive ability and a social practice”
(Stordy, 2015, p. 472). Although Stordy
(2015) acknowledged the challenges and
limitations of this framework, and
recognized that the borders between
these concepts are fuzzy and permeable,
this taxonomy supported the reframing
of literacies in a way that clarified
understanding necessary for this
research. Missing in this definition of
literacies is the entanglement of
practices with cultural capital or cultural
awareness. I recognize and acknowledge
my intentional omission of conceptions
of neutrality and power structures

inherent within the social and political
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values often attached to literacy/ literacies practices (Frau-Meigs, 2017) as these are beyond the
scope of this research and would further complicate the intended focus on the lived experiences
of teacher educators’ media and digital literacies in their open educational practice.

Literacy terminology is frequently confused or conflated with notions of skills, fluency
and competency. For this research, I regarded these as different conceptions (see Figure 10).
Fluencies encompass the ability to speak, read, and write in a given language quickly and easily.
Competency is defined by having skills and abilities to do a job (“Competency,” OED Online;
“Fluency,” OED Online). These definitions are not the same thing, but can be considered to be
subsumed within the broader term of /iteracy. This clarification is made here since research
applies these terms interchangeably. For this research there is a clear spiraling distinction
between conceptions of skills, fluencies, competencies and literacies (see Figure 10).
2.2.3.1 Media Literacy
Media literacy, from an autonomous stance, is defined as the ability to access, analyze, use,
create, and evaluate information using a variety of communication formats (Baker, 2016; Hobbs,
2019; Rogow, 2019). The process of critical inquiry and reflection are central to being media
literate (Grizzle et al., 2013) since “media literate people apply their skills to all symbol-based
communication, irrespective of message” (Rogow, 2019, p. 122). These messages are bound by
the types of media texts (print, visual, audio, digital) used to create and communicate (Baker,
2016; Hobbs, 2017). Media literacy involves examining the semiotics and symbolism of text

messages as part of a meaning-making inquiry (Gee, 2015). The Association for Media Literacy

provided a framework outlining eight essential concepts that guided understandings about media
literacy. This framework and the Association for Media Literacy media literacy triangle

remix (see Figure 11) are helpful in this research.


https://aml.ca/resources/essential-framework/
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From an ideological stance, media literacy shifted beyond encoding and decoding media
texts to engage in meaning making within socially, politically, and culturally contextualized

media consumption and production spaces (Baker, 2016; Hobbs, 2017; Hoechsmann, 2019;

Fi 11 -
tgure Hoechsmann & Poyntz, 2012). Media literacy
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UNESCO combined media and information literacies (MIL) into a singular concept that
encompassed and combined with other literacies such as computer, internet, digital, library,
news, media and information literacies. This MIL framework outlined five laws of MIL (Grizzle
& Singh, n.d.) that are presented in a matrix with three components (access, evaluate, create) and
included competencies and performance indicators that can be applied to individual teacher’s
practices and FoE at the organizational level.

Additionally, media literacies included categories such as remix literacies (Hoechsmann,
2019), critical media literacies (Kellner & Share, 2019), and conceptions of educommunication
(DeWaard, in press). Remix literacies, considered both autonomous and ideologic, are described
as "the capacity to communicate — drawing on a number of multiple modalities and knowledges
—needed for broad participation in civic, professional and cultural life" (Hoechsmann, 2019, p.

94). Critical media literacies are constituted by a "specific body of knowledge and set of skills,
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as well as a framework of conceptual understandings" (Kellner & Share, 2019, p. 8) that includes
co-construction within social contexts, examining semantics relating to mediums used,
understanding contextual media messages, challenging bias and dominant hierarchies, purpose of
media messages, and media cultures as sites of struggle. What critical media literacy provided
was a closer examination of the protectionist versus permissive perspectives when integrating
media literacies into teaching and learning contexts.

A contrast to media literacies that are prominent in North American contexts includes the
concept of educommunication found in Latin American education contexts which breaks from
the dominant literacies focus. As defined by Oliveira Soares in 2003 and translated into English,
educommunication is a:

set of actions inherent to planning, implementation and evaluation of processes, programs

and products destined to create and strengthen communicative ecosystems in educational

spaces, improve the communicative coefficient of educational actions, develop the
critical spirit in users of mass media, adequately use information resources in educational

practice and expand people’s expression capability (Freitas & Ferreira, 2020, p. 57).

Educommunication was further framed by the Latin American notion of ‘/o popular’ that
focused, not on popular culture, but on the narratives ‘of the people’ as mediations of media
practices in everyday experiences (Rincon & Marroquin, 2020). This approach incorporated
media practices, often applying electronic or low-bandwidth digital technologies to educate,
communicate, or debate local initiatives and current issues in communities. Educommunication
suggested an end to the division between receivers and emitters of mass media (Aguaded &
Delgado-Ponce, 2019; Torrent & Aparici, 2010). With this contextual framework outlined, I

noticed the connections to my research design.
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2.2.3.2 Digital Literacy

Digital literacies are defined as the skills and fluencies that people and groups harness as they
interact with digital communication technologies to compose meaning within social, educational
and occupational practices (Stordy, 2015). When considering digital literacies from an
autonomous perspective, conceptions relate to an individual’s skills, fluencies, and competencies
with digital technologies and web-based production. Skills and fluencies focus on the mechanics
of how to use digital technologies, and knowledge related to the information required and used
when manipulating digital resources. Competencies broadly covered knowledge, skills, attitudes
and values (Ally, 2019; OECD, 2018). Competencies subsumed skills, fluencies and knowledge
into a fuller conception that included attitudes and values (Spante et al., 2018). Competencies
and literacies are frequently interchanged in the literature, depending on geographic contexts
(Spante et al., 2018). Accordingly, some research suggested that digital literacy originated from a
“skill-based understanding of the concept and thus relates to the functional use of technology and
skills adaptation” (Spante et al., 2018, p. 7).

Nichols and Stornaiuolo (2019) provided an historical perspective on the complex
intertwining of concepts surrounding media, information, and digital literacies and proposed a
definition of digital literacy as an assemblage, a braiding together of concepts across lineages.
This expanded as a model for digital literacy research and offered a map that was useful for this
research — examining prescriptive and descriptive elements of technology, content, business
models, ownership, governance, and users across socio-economic, socio-historical, and socio-
technical domains. Although some of these facets may be reflected within the lived experiences
with MDL of the participants, it was the exploration of core components, first introduced in the
early 1990s that was of particular interest:

Both then and now, digital literacy (and digital literacies) has remained centrally

concerned with the ways users (e.g. individuals, groups, communities) leverage
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technologies (e.g. computers, software, mobile devices) to consume or produce content

(e.g. textual, visual, multimedia, artifacts) (Nichols & Stornaiuolo, 2019, p. 19).
For my research, this brought clarity to digital literacy practices in OEPr where users are the
TEds, technologies range across web and place-based resources, and content resides in open
locations relevant to courses, research, and scholarship.

Ideologically, digital literacy is a “complex and socio-culturally sensitive issue” (Lemos
& Nascimbeni, 2016, p. 2) that is grounded in issues of power and inequalities (Stornaiuolo &
LeBlanc, 2016). These issues of power and inequalities were identified within global, regional,
and local contexts and impacted how allocations of time, funding structures, and “power
asymmetries in daily work and labour” (Stornaiuolo & LeBlanc, 2016, p. 264) were distributed
to address digital literacy acquisition. Additionally, power and inequalities emerged in granular
decisions and social interactions with / without educators and students in relation to how their
digital literacies were applied to teaching and learning environments (Stornaiuolo & LeBlanc,
2016). To address issues of power and inequality Stornaiuolo and LeBlanc propose a scalar
approach that involved a “layered simultaneity” (p. 283) of processes that upscale, downscale,
anchor, embed, align, and connect when addressing gaps in access to resources and time.

Digital literacy was considered within social, collaborative, communication and sense-
making actions and interactions using a variety of digital devices (Beetham et al., 2012;
Belshaw, 2012; Lemos & Nascimbeni, 2016) and teaching strategies (Stornaiuolo & LeBlanc,
2016). Digital literacy was therefore defined as a dynamic process wherein the “creative use of
diverse digital devices to achieve goals related to work, employability, learning, leisure,
inclusion and/or participation in society” (Lemos & Nascimbeni, 2016, p. 2) are integrated into
everyday life (Belshaw, 2012). Digital behaviors, practices, identities and citizenship, as well as
wellbeing, are incorporated into this definition (Belshaw, 2012; Hoechsmann & DeWaard, 2015;

Lankshear & Knobel, 2007; Spante et al., 2018).
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The term critical literacy refers to the use of print and other media technologies to
“analyze, critique and transform the norms, rule systems and practices governing the social fields
of everyday life” (Luke, 2012, p. 5). Expanding on Luke’s definition of critical literacies,
Hinrichsen and Coombs (2013) examine components of critical digital literacies under
components of decoding, meaning making, using, analysing, and persona. This framework
further acknowledged power differentials, in order to strive for equitable access to diverse
resources, and the reconstruction of transformative potentials (Hinrichsen & Coombs, 2013;
Spante et al., 2018; Stornaiuolo & LeBlanc, 2016). This definition required that those within a
field of study examine how, why, and where norms, rules, ways of doing, ways of being in
relationship to topics, processes, procedures, and each other, are critiqued with a social justice
view (Bozkurt, Xiao, et al., 2023). Further, examining the spaces and places where those who are
marginalized and disenfranchised can find intentionally equitable hospitality (Bali et al., 2019)
was an essential component. Luke (2012) explored how literacy in education utilizes
“community study, and the analysis of social movements, service learning, and political
activism, .... popular cultural texts including advertising, news, broadcast media, and the
Internet” (p. 7). This connected to the concept of educommunication that was discussed in the
media literacy section of this dissertation.

Digital literacies and technological competencies are important considerations in FOE
where TEds create course content and design learning experiences with an infusion of literacies
into methods and core course requirements. Foulger et al., 2017 introduced the teacher educator
technology competencies to support the transformation of teaching practices of TEds. Although
this framework hinted at MDL within an overall skillset when using technology there are other
frameworks that also incorporated literacies. Falloon (2020) examined global competency and
digital literacy frameworks with a focus on teacher education and incorporated facets from the

TPACK framework (Koehler & Mishra, 2009) which is prominent in teacher education. Falloon
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(2020) shared a conceptual framework that incorporated personal ethical competencies and
personal professional competencies which was a helpful lens through which to examine the lived
experiences shared by the participants in my research.

Martinez-Bravo et al. (2022) examined eight international digital literacy frameworks,
including several well-known frameworks such as the UNESCO Global Framework, the
European Union’s (EU) DigComp framework, and the International Society for Technology in
Education standards for teachers. Some of these frameworks were also included in the Digital
Quotient (DQ) Institute's Common Framework for Digital Literacy, Skills and Readiness which
reflected a global picture of ideas and organizations linked around digital literacies and

competencies (link to DQ global standards graphic). Martinéz-Bravo et al. (2022) analyzed these

digital competency frameworks for common content, thus providing an integrated perspective.
Six facets of digital literacy were found in each of the eight frameworks, which are outlined as
critical, cognitive, operational, social, emotional, and projective dimensions (Martinéz-Bravo et
al., 2022). The elements revealed essential concepts that informed and shaped my understanding
of the digital literacy work by TEds in this research, and I wondered if the participants were
aware of these facets in their teaching practice.

The overarching conception of digital citizenship subsumed all layers of skills, fluencies,
competencies, literacies, and criticality when using, creating, and communicating with digital
technologies and resources (Choi et al., 2018; Hoechsmann & DeWaard, 2015). Additionally,
citizenship inferred activism, engagement, and cosmopolitanism (Zaidi & Rowsell, 2017).
Belshaw (2012) proposed a model with nine Cs of digital literacy, identified as curation,
confidence, creativity, criticality, civics, communication, construction, and cultural. These
incorporated key citizenship elements. When focusing on digital citizenship and the responsible
use of technology, Ribble (2017) proposed nine themes, including access, commerce,

communication and collaboration, rights and responsibilities, health and wellness, fluency,


https://www.dqinstitute.org/global-standards/
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security and privacy, etiquette, and law. These are further categorized under three principles of
behaviour — safe, savvy, and social (Ribble, 2017). Although citizenship was a worthy area of
investigation which may have provided interesting facets to reflect MDL practices of TEds, I
viewed this as beyond the scope of this research yet recognized this as a potential area for future
attention.

Definitions and practices of critical MDL are continually in flux, since contexts dictate
the core and critical elements. In FoE, MDL is shaped by and adapts to the current cultural,
social, political, and technological climates. This included the challenges brought on by the
global COVID-19 pandemic, which had some impact on the stories and media artifacts of lived
experiences that the participants in this research shared.

For this research, multimedia refers to information and teaching materials created,
produced and stored using digital alpha-numeric text formats such as e-books and online
magazines; audio recording such as music and podcasts; videos such as recorded presentations,
moving graphics called gifs, and films; images from camera or mobile cell phones; and
iconography such as logos or pictograms. Multimedia can be stored in formats that are closed, as
those controlled through digital rights management technology, or openly shared using universal
storage bus technologies or on the world wide web. Within this research multimodal texts are
described as those learning objects and teaching artifacts that incorporate more than one mode of
presenting information, weaving together elements such as audio and images to create a stop-
motion or digital story. Similarly, intertextuality is defined as texts that reflect and are influenced
by characteristics of other texts such as that modelled in the Codex Seraphinianus (Seraphini,
1981) and digital video productions such as read-aloud storybooks.
2.2.3.3 Literacies: Untangling a Concept
Surrounding these definitions of media and digital literacies there existed a Pandora’s box of

literacies terminology (Belshaw, 2012). Although each of these terms has a focus and purpose
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that may be bounded by specific moments in time, removing these terminologies from their
discourse locations and specific contexts as [ have done here, can add to or illuminate the
confusion. Literacies are entangled within conceptions of transliteracies (Sukovic,

2016), cosmopolitan literacy (Zaidi & Rowsell, 2017), cultural literacies (Halbert & Chigeza,
2015), place based literacies (Harwood & Collier, 2017; Mills & Comber, 2013); artefactual
literacies (Pahl & Rowsell, 2011); information communication literacies (Forkosh-Baruch &
Avidov-Ungar, 2019; Horton, 2008); internet or web literacies (Moz://a, n.d.); technological
literacy; multiliteracies (The New London Group, 1996); multimodal; multicultural; visual
literacy (Collier, 2018), transmedia literacies (Jenkins, 2010), re/mix literacies (Hoechsmann,
2019), and living literacies (Pahl et al., 2020). Although this literature review does not
specifically examine this tangle of terminologies, these are mentioned here to acknowledge the
confusion and recognize potential misconceptions resulting from the conflation of terminology
(Belshaw, 2012; Spante et al., 2018).

When untangling these conceptions of literacies, I was influenced by Luke’s (2012)
conception of critical literacies described as “historical works in progress” as a “process of
naming and renaming the world, seeing its patterns, designs, and complexities, and developing
the capacity to redesign and reshape it” (Luke, 2012, p. 9). This connected to Freire's
(2018/1985) notion of reading the word and reading the world. This conception of critical
literacy rang true for my research since I wondered how TEds used and applied their contingent
attitudes and technologies since their MDL and OEPr “depends upon students’ and teachers’
everyday relations of power, their lived problems and struggles, and ... on educators’
professional ingenuity in navigating the enabling and disenabling local contexts of policy”
(Luke, 2012, p. 9).

As part of this untangling of concepts, I was further influenced by the conception of

living literacies posited by Pahl et al. (2020) since “literacy flows through people’s rites and



57

practices, and it’s dynamism and vitality rest firmly on thoughts, emotions, movements,
materials, spaces and places” (p. 1). My work was influenced by Street’s notion of a “utopian
conception of literacy as always to come” (as cited in Pahl et al., 2020, p. 164) and gained
understanding that literacy practices are embodied, bound within contexts, and ideological rather
than solely autonomous. Literacy was conceived as both noun and verb, revealed through the
TEds actions and endeavours of striving to find the ephemeral, half-glimpsed spaces of the ‘not-
yet’ (Pahl et al., 2020). As reflective of a P-IP research design, it was this living literacy practice
within the OEPr of TEds that I suspected would be revealed through their lived experiences and
intentionalities with MDL. This will be further described in the upcoming research methodology
section.

For this research, the primary conceptualization for literacy/literacies recognizes that
literacies are both an internal, cognitive ability and a social practice, with each requiring action
and reflection. Although Stordy’s (2015) taxonomies of literacies was particularly helpful as a
starting point, there was potential for generating a combinatorial representation of an integrated
conception of media AND digital literacies. Although a graphic rendering may be forthcoming
from this research, I admit to a state of ‘not-yetness’ and deferred this conceptual work to a later
date. My future efforts may continue to make explicit links to established origin stories of
literacy terminology or integrate definitional information about inherited characteristics of the
range of research foci of literacies that are evident in the field of education.

I acknowledged efforts to bring together understandings of the separated concepts of
media literacy and digital literacy, recognized as complex concepts (Martinez-Bravo et al., 2022;
Nichols & Stornaiuolo, 2019; Stordy, 2015). The extent to which global efforts attempt to bring
media literacy and digital literacy into focus was evident in documents such as the Common
Framework for Digital Literacy, Skills and Readiness (DQ Institute, n.d.) and the Media and

Information Literacy Country Analysis (UNESCO, 2013). Although media literacy and digital
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literacy are commonly seen as separate and distinct concepts, it is through a process of
combination that perhaps clarity can be gained. Bringing transparency to the distinctions
between skills, fluencies, competencies, and literacies with the Spirals to Literacies graphic
rendering (see Figure 10) may be a starting point. For this research, I remixed MDL frameworks
that include the individual cognitive components (what participants know and think), to their
actions within social contexts (what they say and do) (Gee, 2015). Although I am not minimizing
the complexity of MDL as a concept, something that may be as challenging to understand as the
inner workings of the Hubble telescope sent into space, I endeavour to clarify the facets of MDL
and OEPr in this research.
2.3 Crystallizing Theoretical and Conceptual Frameworks
I attempted to bring these theoretical and conceptual frameworks together as part of my efforts to
examine the whole entirety of this research literature. This was part of my crystallization process.
As I examined the assortment of theoretical and conceptual components in isolation, I realized
that the many disparate elements could imply a discontinuity in how these individual frameworks
informed my research actions. The crystallization methodology, as revealed in the next section,
suggested the application of a fluidity of ideation; bringing elements into focus in order to see
what frames my seeing (Lather, 1993). Not only does this fluid shifting of concepts provide an
intermittent and changing focus, it may open up “spaces of constructed visibility and incitements
to see which constitute power/knowledge” (Lather, 1993, p. 675). I suggested this enhanced a
feeling of openness as I interweave conceptions throughout the proposed research methodologies
and phases, as outlined in the next section.

The role and identity of the TEds as the participants was paramount and central to the
research. By focusing on the person in the first phase of the research and interview, I began the
research by identifying characteristics and qualities of the OEPr of TEds within Canadian FoE

contexts. This was central to the P-IP theory as previously outlined and P-IP as methodology
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described in the next section. Bringing my awareness and experiences with OER, OEP, and

OEPr supported me in the second part of the research, the interview phase. With a focus on

OEPr, I crystallized my attention on identifying qualities, characteristics, and negotiations into

openness exhibited and revealed by the participants in both phases of the research (see Figure

Figure 12
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12). As identified in the interview protocol (see
Appendix D) I focused research attention to the
MDL skills, fluencies, competencies and
literacies of the TEds, as revealed and shaped
within their OEPr, and as these related or were
influenced by their FoE contexts. It was through
these stories of lifeworlds, lived experiences,
and intentionalities, that the MDL might be
revealed. This was not a linear process, nor was
it bound by time or spaces. As evident in the
description of P-IP research, this research
crystallized from a fluid, iterative, permeable,
malleable, and reciprocal research process.

In summary, this literature review

outlines the theoretical and conceptual frameworks that support and guide this research. This

chapter lays out what is known in the key areas surrounding the research questions and the areas

where questions emerged in the literature in the areas of teacher education with a focus on

teacher educators, open educational practices, and media and digital literacies. Issues and

contested terrain are exposed and connections to the research are provided. In the next

section/chapter I outline the research design, the methodology, and the processes used to

generate and gather data for this research.
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Chapter 3: Research Design

The writer's object is-or should be-to hold the reader’s attention. ... I want the reader to turn the
page and keep on turning to the end. (Barbara Tuchman, New York Times, February 2, 1989)
As suggested in the quote, I share this research story with the aim to hold your attention, to keep
you turning these digital pages, and to read to the end of this inquisitive inquiry adventure. In
this section, I reveal the plot lines and scenes of the research story, as I explain the methodology,
methods, validity, and ethical considerations. Although the methodological tools applied to this
research are reflective of the theoretical and conceptual frameworks, I resist attempts to "impose
a single, umbrella-like paradigm over the entire project" (Denzin, 2017, p. 10). Throughout this
research I attempt to reframe traditionally written research stories as I "move forward into new
spaces, into new identities, new relationships, and new radical forms of scholarship" (Denzin,
2017, p. 14). In the methodology section, I examine why post-intentional phenomenology and
crystallization are responsive to research investigations with a focus on MDL and OEPr, and
how these methodologies align with the theoretical frameworks shared in the previous sections.
The methods section outlines a) data gathering strategies and practices; b) research timelines and
phases for the research; c) details about participant selection and considerations for
anonymization; d) processes for interviewing; and e) details about data coding and analysis.
Once issues of validity and ethics are reviewed, a crystallization of the research design is shared.
3.1 Methodology

"We seek those ruled by partial sight and limited voice-not partiality for its own sake but,

rather, for the sake of the connections and unexpected openings situated knowledges

make possible." (Haraway, 1988, p. 590)
As Haraway suggested, it is through unexpected openings and partial sight that I researched the

connections between MDL, OEPr and the TEds situated within FoE in Canada. In the next
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section of the dissertation, I elaborated on my reasoning for the selection of post-intentional
phenomenology as the methodology and why a crystallization methodological approach was
applied to this research.

3.1.1 Post-Intentional Phenomenology as Methodology

As a research methodology, P-IP (see Figure 1) brings together a focus on human-technology
relations and a pragmatic approach to the study of ideas and experiences discovered within
usage, design, policy, and research (Rosenberger & Verbeek, 2015). P-IP research explores the
ways in which technologies impact relationships between human beings and the world thus
shaping human interactions, relationships, and embodiment (Ihde, 2011; Rosenberger &
Verbeek, 2015). Following a P-IP approach, my research inquiry examined the lifeworld and
lived experiences of TEds relationality (lived relation), corporeality (lived body), spatiality (lived
space), temporality (lived time), and materiality (lived things and technologies) (Vagle, 2018)
with a focus on the phenomenon of MDL within an OEPr.

Rosenberger and Verbeek (2015) acknowledged the lack of a strict methodology for P-IP
scholars to follow; however, they recognized central concepts and essential elements of those
applying this methodology. As we are always hearing, seeing, feeling, or thinking something
(Rosenberger & Verbeek, 2015), the P-IP methodology applied to this research attended to these
intentionalities as they occur between participants, technologies, and their lived experiences in
the world, both physical and virtual. Post-intentional phenomenologists explore the indirect and
mediated relation between human-technology-world (Ihde, 2011; Rosenberger & Verbeek,
2015). This mediation is the “source of the specific shape that human subjectivity and the
objectivity of the world can take in this specific situation. Subject and object are constituted in
their mediated relation” (Rosenberger & Verbeek, 2015, p. 12) (emphasis in original source).
Intentionality is the fountain from which subject and object emerge (Rosenberger & Verbeek,

2015).
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For my research, this fountain was the intentionality of participants within the
phenomenon of MDL in their OEPr, revealed through their human-technology-world
interactions. The objectivity of the digital world found within open educational networks, spaces,
places, and events are reflected within and through the interviews and digital artifacts created
and shared by the participants. An awareness of MDL, exhibited through the lived experiences of
these micro-events and intentional actions, are revealed in the participants’ stories.

Vagle (2018) suggested that P-IP researchers should follow lines of flight. These occur in
three ways: first, by emphasizing connections “as a way to open up complicated movements and
interactions” (Vagle, 2018, p. 118); second by remaining “open, flexible, and contemplative in
our thinking, acting, and decision-making” (p. 119); and, third by “resisting the tying down of
lived experience and knowledge” (p. 119) to allow for unanticipated ways of knowing. With
openness identified as a key consideration in P-IP research, there was an evident fit for an
investigation into OEPr.

For this research, technology was an essential factor, particularly in light of COVID-19
pandemic restrictions which heightened the role technology plays in mediating the world of
teaching and learning. Thde (2011) posited that technology is not merely a tool through which we
communicate; it is a “socially constructed cultural instrument in which current paradigms were
an index of the sedimentation of beliefs” (Kennedy, 2016, p. 94). Ihde (2011) suggested that a
reflective arc exists between agent and world, as mediated through the technology. I considered
that it was through the active use of technology that TEds “find-ourselves-being-in-relation-with
others ... and other things” (Vagle, 2018, p. 20; emphasis in original).

In my P-IP research design I examined the intentionality of technology within the
phenomena being studied since a P-IP approach allowed for a pathway that has “parameters,
tools, techniques and guidance, but also allows us to be creative, exploratory, artistic and

generative with our craft” (Vagle, 2018, p. 52). Reflexivity, a key feature of P-IP research, was
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described as a “dogged questioning of one’s own knowledge as opposed to a suspension of this
knowledge” (Vagle, 2018, p 82), unlike other phenomenological traditions that used bracketing
or bridling (van Manen, 2014). Research suggested phenomenologists of all traditions take an
open stance to data gathering with a whole-part-whole analysis process. This process stemmed
from the idea that phenomenologists think about “focal meanings (e.g. moments) in relation to
the whole (e.g. broader context) from which they are situated” (Vagle, 2018, p. 108). For this
research, I examined the meanings and moments the participants revealed of their MDL within
an OEPr, looking for where these resided within broader global contexts and frameworks.

With this in mind, I focused the research on the lived experiences and the nature of
‘becoming’ literate within MDL practices as revealed in participants’ intentionality of
technology/world relationships. It was through this “mediation and mutual constitution”
(Rosenberger & Verbeek, 2015, p. 12) between subject and object, between teacher educator-
artifact production-world of teacher education that I discovered emerging connections among
MDL and OEPr. Since P-IP applied a practical and material orientation in order to examine how
human-technology-world relations are organized, this methodological approach suits this
research design.

3.1.2 Crystallization as Methodology

Through reading, experiences, and an interest in media making, I perceived that the concept, as
well as the approach to crystallization, was supportive of my research design. From the graphic
rendering of this concept, and previously described in the literature review section on
crystallization, my rationale included finding a balance between depth and breadth in the process
and products from this research, creatively crafting flexible amalgamations with data gatherings
and generated analyses, and iteratively processing the codes and findings in order to manage the
complexity of the interpretations and enhance sensemaking (Ellingson, 2014; Guba & Lincoln,

2005; Richardson, 2001).
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Crystallization can “build thick and rich descriptions through multiple forms, genres and
modes to embed the researcher in a reflexive process allowing them to apply their craft” (Stewart
et al., 2017, p. 3). In this way, as I crafted the research design, my research reflexively crafted
me as a researcher. Ellingson (2014) advocated for crystallization as a creative, flexible
amalgamation of everyday stories rather than a specific set of strategies.

I selected a crystallization framework for multiple reasons (see Figure 13). First,
crystallization created knowledge about a phenomenon through a process of generation to reveal
and deepen complex interpretations (Ellingson, 2014). Because teaching practices are relational,
and the application of MDL to those practices particularly within OEPr are mediated through
technologies, these relational moments are seen, heard, felt, shared, analyzed and categorized in
multiple, nuanced ways across a variety of digital artifacts. Crystallization revealed these
multiple facets of the lived experiences of TEds in FoE.

Second, a crystallization framework applied various analysis strategies to generate
understanding from a multiplicity of moments along a qualitative continuum (Ellingson, 2014).
By applying crystallization to the P-IP methodology, I opened avenues to make sense of the data
entanglements (Ellingson & Sotirin, 2020) that were found in the MDL and OEPr stories shared
by TEds. My research included variations of typology, visualizations, and pattern making to
reveal rich descriptions of the data moments.

Third, the multiple variations of texts and representations created within this research
work depended on “segmenting, weaving, blending, or otherwise drawing upon two or more
genres or ways of expressing findings” (Ellingson, 2014, p. 445). It was through the many media

making productions of both the participants and myself as the researcher, that the stories of lived
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Figure 13

Crystallization
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Fourth, crystallization required reflexivity throughout the process of design, data

gathering, and representation generated from the findings and analysis (Ellingson, 2014). Within

the P-IP methodology this reflexivity helped me critically examine the non-neutrality of

technologies as it simultaneously amplified and reduced (Kennedy, 2016) the mediations within

the OEPr of TEds.

Fifth, crystallization suited P-IP methodologies as it “embraces, reveals, and even

celebrates knowledge as inevitably situated, partial, constructed, multiple, and embodied”
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(Ellingson, 2014, p. 446). Like P-IP methodologies, crystallization had no pathway or formal
structure but followed an emerging design that was both integrative and dendritic (Ellingson,
2009) with data entanglements (Ellingson & Sotirin, 2020) were woven, patched, layered,
blended, dispersed, and disparate.

To be true to the orientation of wonder that was an essential methodological aspect of P-IP
inquiry, I infused crystallization strategies throughout the research design as I engaged with data
and iteratively applied coding strategies (Saldafia, 2016) to the lived-experience stories, images,
and media shared by the participants. I remained attentive to the “sudden realization of the
unsuspected enigmatic nature of ordinary reality” (van Manen, 2014, p. 360). I tempered my
research design decisions by the fact that crystallization may be a challenging methodology
requiring sustained commitments of time and energy (Ellingson, 2014). It was the creativity
within the iterative readings and renderings that provided an exciting framework for this research
design.

3.2 Methods

Next, I outline the specific details for this research in terms of data gathering (Vagle, 2018) and
data engagement (Ellingson & Sotirin, 2020). I share the research phases and timeline, decisions
on participant sampling, interview planning and design, and my data coding and analysis
process. I conclude this section by sharing thoughts on the validity, credibility, and
trustworthiness of this research as well as ethical considerations and decisions made as I worked
through this research.

3.2.1 The Gathering

Vagle (2021) suggested P-IP researchers gather materials rather than data. This distinction is
important in order to semantically separate research endeavors from qualitative, positivist
perspectives about what researchers collect. Thus, I applied the term data gathering for my

research process. Vagle (2018) suggested that the phenomena determined “how it is to be
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studied” (p. 75) and described multiple data gathering moments including observations, writings,
interviews, drawings, and music collected over a specified period of time. In fitting with my
research topic, this method honoured the ethos of openness of OEPr, provided time to examine
the multiplicity of textual information, and revealed an openness in data gathering. Vagle (2018)
suggested data moments could include arts-based methods such as drawings, paintings, photos,
visuals, films, and performance art. Knowing that these were potential options did not mean that
I used all of these formats in my research.

I planned the interview protocol (see Appendix D) to be fluid and flexible since
unstructured interviews were the most common interview type in phenomenology due to their
open dialogic nature (Kennedy, 2016; Vagle, 2018). Data gathering began with web searches of
FoE sites for participant related information. Digital information originating from digital
interactions created by participants in online platforms were “extremely insightful to understand
what digital actors ‘do’, rather than who they ‘are’” (Caliandro & Gandini, 2017). I searched for
open sources of information such as participants’ social media locations including blog sites,
Twitter, Instagram, and course websites wherever these were posted openly on the internet. This
information supported the focus and topics that I wove into the interview, often as a conversation
prompt or question. Although information garnered from multiple web sources revealed MDL in
action, these data gatherings provided insights into the lived experiences, intentionalities, and
digital identities of the participants.

For my own processes in this research, [ used a variety of digital technologies to manage
and generate data gatherings. First, digital data analysis was done using NVivo on an Apple
Macbook Pro laptop computer. I used Zoom video conferencing software to capture the
interviews. The web-based audio transcription software Otter.ai generated drafts of the interview
transcripts in a timely manner, sometimes allowing me to return transcripts within forty-eight

hours to the participants. The web-based word cloud creation software WordArt was used to re-
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create the transcripts into graphic renderings. This was selected from the abundance of word

cloud generators since I already had a free account with this service. This software allowed me to

download a portable network graphic (PNG) image and provide a web-access link to the

interactive word cloud image. I used the web-based open access software Draw.io for concept

mapping since it integrated into an existing Google account. I used the graphic visualization

IFigure 14

Research Journal Notes

MEMO: this is an
important connection to
the PPSS (privacy,
permissions, safety,
security) elements that |
always bring forward into
my work with students.
Interestingly, my
influence was not boyd
but Gee, Jenkins, and
Hobbs (media people not
in the field of open ed at
all’)

Need to consider BIAS
more and see if this
connects to other
participants? Is this about
‘privilege’ as a factor to
OEPr?

MEMO: I love this
story!

Quotable quote: “Let

everyone paddle their
own way. And it's OK.
And they’ll get there.”

Note. Compiled and remixed

from research journal for
dissertation. Published CC

BY license (DeWaard, 2023).

software ProCreate on an iPad to generate sketchnotes of concepts
and research findings.

Since both digital and paper forms of research journals
were fluid territories for me, I kept both versions of research
journals to capture notes of my thoughts and observations. This
included annotations, video recordings, and textual artifacts. I
curated, stored, and organized notes within participant folders on
my computer hard drive, on private blog posts, and posted
thoughts on open blog posts when anonymity was maintained.

Notes and annotations for this research included jottings,
descriptive observations of social media sites such as tweets and
blog posts, and linkages recorded as marginalia on transcripts.
Since jottings and cognitive connections occurred at any time,
these were recorded at the time, place, and available media,
indicative of the fluid nature of the research process. Saldana
(2016) suggested these private, personal, written and recorded
musings become “question-raising, puzzle-piecing, connection-
making, strategy-building, problem-solving, answer-generating,
rising-above-the-data” heuristics (p. 44). I heeded Saldafia’s

(2016) caution to not rely on “mental notes to self” (p. 45) as a



69

method, and took advantage of the technologies at hand to capture my wonderings and
wanderings along research paths.

Vagle (2018) suggested taking walks to provide time and space for phenomenological
musings to occur. With the COVID-19 pandemic in full swing as I conducted the research,
outdoor walks and bike rides not only provided time to think, or to NOT think, but also became
an avenue for mental health and well-being during this research phase. In true P-IP fashion, the
technology made me as researcher while I made notes about research data gatherings (see Figure
14). As the liveliness of my notes and musings also became data gatherings, these notes revealed
the “affective or entangled engagements with materializations or textualizations whether as a
glow or a strange idea or an imaginative glimpse into a new becoming” (Ellingson & Sotirin,
2020, p. 22).

Throughout the process of gathering these data materials, I created observational notes
and began to establish preliminary connections to MDL frameworks, in the ways participants
exhibited MDL within and through these online data assets. In the early stages of the research, I
engaged with data making (Ellingson & Sotirin, 2020) in order to create dynamic representations
for each participant. I created and revisited transcripts, video interviews, conceptual maps of
connections, locations, and literacies using a variety of software in order to “animate new ways
of thinking and relating by affirming heretofore unimagined configurations” (Ellingson &
Sotirin, 2020, p. 11).

3.2.2 Research Phases and Timeline

Next, the phases and timeline for this research are provided in both text and graphic formats.
Although this timeline suggested a linear process, spirals and recursions occurred throughout the
research process in order to revisit, review, and reflect on data gatherings and research journal
notes. This is symptomatic of a P-IP methodology as an iterative and rhizomatic process. This

supported the assembling of data engagements (Ellingson & Sotirin, 2020) since data were
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generated from the lived experiences and intentionality of the participants, as revealed through

actions, artifacts, technologies, and discourses within each research phase (see Figure 15)

Figure 15 Phase One included the preparatory work
Research Phases of seeking research ethics board (REB) approval,
Research Phases v: preparing the informed consent forms, drafting
|

PHASE ONE - Preparation o< the interview protocol, developing a draft

» research proposal and plan
o informed consent form
o interview protocol
« ethics application and approval

interview schedule, and searching the web for
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PHASE TWO - Interviews

The

p for completion.

« initial email contact with research information letter
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- email informed consent and schedule possible dates/times
o collect and file informed consent or send reminder
o set up calendar event with Zoom link
o+ send email confirmation
« conduct web search and research for each participant for
relevant connections to my interview questions

- HOLD INTERVIEW
- transcribe audio file using Otter.ai
o review transcription and watch video for first time

- create PNG file of word cloud from revised/edited transcription
- re-listen to video of interview and conduct initial coding in NVivo

conducted one interview with a teacher educator
outside the Canadian teacher education context
who was familiar to me. As a novice researcher,
this pilot interview allowed me to reflect on the
interview process and prompts, and make

- send followup email to participant
o include link to audio file, transcribed interview, links to

media and digital literacy frameworks, word cloud image,
link to interactive word cloud, due date for artifact

adjustments to the interview protocol as part of

the REB submission. This first phase ended once

- followup email for artifact if not received within three weeks of
interview

« send Chapters/Indigo gift card (keep copy on file)

- receive artifact and send thanks for participation

- check onreceipt of gift card

« watch interview video for second time
- conduct initial coding of transcript in NVivo

the REB approval was received.

% Phase Two included a sequence of initial
PHZ\SE THREE - Post interview and data organization

- create codebook from NVivo

« review codes, create coding chart

- create word art collections from codes

» rewatch all interviews in sequence within
one week (third time) to ‘feel' for stories

- reconsider codes for themes

« review transcripts and anonymize

contacts over the space of five months. I aimed to

schedule these at least one week apart in order to

manage the data gathering and data engagement

« create concept map of codes
« identify themes

« create graphic to organize themes

« refread literature, attend webinars

- rewatch all interviews for fourth time

process I planned. Throughout this phase, |

- revise themes, organize quotable guotes

L A\ maintained both electronic spreadsheet and
<\
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Note. Compiled and remixed from research . .

design chapter of dissertation. Published under followed a consistent sequence with each
CC BY license (DeWaard, 2023).

research notebook forms of tracking to ensure |

participant. The process began when an
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introductory email was sent to the participant (see Appendix B). Once the TEd agreed to
participate, I conducted a web search for information that was relevant for this research e.g.
publications, course related information, and social media posts. I recorded this information in a
Word doc version of my research journal, along with any notes on insights into MDL
connections or thoughts for possible inclusion in the interview.

After the initial agreement to participate, I sent out the informed consent information (see
Appendix C) which included a video link as a way of introducing myself to the participant and
providing information about the research. The interview was then scheduled for a mutually
convenient time and the informed consent was collected. I also sent a copy of the interview
protocol (see Appendix D), not with an expectation that participants would prepare prior to
meeting, but to provide a guide to our conversation. After the first few interviews were
completed, I changed the process slightly to include sending out an electronic calendar invitation
which included the Zoom link so participants could see this event on their preferred calendar
software.

The interview was then conducted. Immediately prior to meeting the participant, I
reviewed my research journal notes to ensure I was fully prepared for the conversation. At the
end of the interview participants were asked to prepare a digital artifact using a technology of
their choice (text, image, graphic, audio, video) that was reflective of their MDL and OEPr lived
experiences. As suggested by Ellingson and Sotirin (2020), this “participatory data engagement
requires exceptional openness to change, to uncertainty and ambiguity, and to attending carefully
to how different forms of knowledge emerge” (p. 95).

After the interview ended, the recording was saved to my laptop. The audio file provided
from the Zoom recording was uploaded to Otter.ai and transcribed, usually within one hour of
the upload. After downloading the transcription from Oftter.ai, I reviewed the document as I

listened and watched the recorded interview. This supported making any necessary edits and
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observational notes. In this way, I re-encountered the data within an agentic and dynamic state
(Ellingson & Sotirin, 2020). Although the recordings or transcripts did not materially change
(Ellingson & Sotirin, 2020), my engagement with these data shifted to a different moment in
time, thus altering my views in subtle and sometimes dramatic ways. Once the transcript was
reviewed, it was saved prior to conducting a process of redacting identifying information such as
names or geographic references. This redacted version of the transcript was then inserted into the
Word Art software. The rendered word cloud image was then downloaded as a PNG file and
stored on my computer. I also created a short screen-cast video of the some of the interactive
word clouds which allowed me to detect words that were not noticed in the first viewing.

Figure 16 In the post-interview email sent to

Word Cloud Example each participant, I included links to the

transcript, the audio recording, and the PNG

) of the word cloud image for review and
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their participation — the creation of a digital

Note. Compiled and remixed from research interviews
for dissertation of H. J. DeWaard. Published under CC
BY license (DeWaard, 2023).

artifact representative of their lived
experiences with MDL in their OEPr. To
provoke their thinking, I provided links to media and digital literacy frameworks that could be
referenced for this artifact production. A soft due date was set for two weeks post-interview. I
also included a digital e-card to a national bookstore chain as a way to recognize their gift of
time with this project.

When I examined the artifacts, I delved more deeply into the TEds lived experiences with
MDL within OEPr. This was an opportunity to “focus on analysis and creative representations of

participants’ experiences, with consideration of the researcher in a secondary role” (Ellingson,
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Figure 17 2009, p. 23). The participants
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H. J. DeWaard. Published under CC BY-SA-NC license (DeWaard,
2023).

second phase was a way of
“leading to a co-authored
understanding of the experience being discussed between the participant and the researcher”
(Ranse et al., 2020, p. 6). As mentioned, a spreadsheet and research journal chart were
maintained throughout this phase to confirm completion of each task, to track progress, and
ensured I reached projected timeline benchmarks.

Phase Three included work done after the interview phase was fully complete. During
this phase I blocked one week to review all the interview video recordings while reading the
transcripts, modelling the whole-part-whole process in P-IP methodology. This allowed me to
make note of connections among and between participants’ stories, as [ began to notice trends
and commonalities. Immediately following this week-long review, I took time to revisit codes
already done in NVivo for each transcript (see Table 2 in Appendix H) and then created updated
coding charts. I revisited the word art collections from the transcripts and created an overarching

word art from all the keywords created by the Otter.ai software. As I did a third review of the
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transcripts, I further redacted the documents to ensure confidentiality, and added notes and
memos as marginalia.

The time came to generate unifying codes to discern the overarching research story. I
reviewed the codebook within NVivo to combine codes to reduce the listing and provided
detailed descriptions (see Table 3; Appendix H). Once this was completed, I created a graphic
rendering of early and emergent ideas (see Figure 17) and a preliminary concept map (see Figure
18) as I attempted to bring ideas and conceptions together.

I shared these digital artifacts with critical friends in my personal/professional learning
networks. After receiving feedback, I took a pause from my immersion into the data. During the
next period of time I immersed myself in reading and rereading literature while also attending
and viewing webinars relating to coding and generating themes. Phase Three ended with a
renewed plan for revising themes and organizing quotes for the writing of the findings section of

the dissertation.
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Table 3

Sample of Codebook (Feb 9, 2022) from Appendix H. 1
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Table 2

Codebook Descriptions (sample from Appendix H.2)

l Code Name | Description | Clarification | Reference count | Example
Access does not | Accessibility 33 references “the first thing that we did actually was published a charter for 10
1. Accessand equal is related to in 10 files priorities for educational leaders in terms of where we think we
accessibility :22:::?;{:3;5 | UDLand (access) | might want to be going for strategies for digital technologies,
being able to making 6 references in | including having them be you know, accessible, and open and free.”
view or use mate_nals in 3 files N.K. artifact
CMDL /OEpr | Mmultiple
materials form_ats as “and it's not just, I mean, it's accessible in the AODA way. But it's
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U.F.
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events; without others OEPr making footprints and who owns that as a way of talking about the

experiences
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public, shared,
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in 13 files

challenges of technology, which I think like that's this big elephant
in the room that we don't often get to really talk about. Even the

class activities; | Retworked, tools that are institutionally supported are problematic, like the
professional collaborative, LMSs and things like that. So, while you can design some great
work with me(;lila " learning pieces using them, you just have to have a critical eye to
SSSE’ CATE production all the time, it had to be constantly vigilant about their use.” U.F.
Practices and Applications 22 references “I try to do my best to take on an ipsative sort of assessment
3. Assessment/ | designof of CMDL and | in 9 files approach. So, students are encouraged to recognize this, you know,

evaluation St“dzﬂltetask: o | OEPr how, what they came in with in terms of their own skills and

visible; incluges strategies to knowledge versus what they leave with, versus say criterion
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3.2.3 Participants

Vagle (2018) suggested accounting for the number of data moments rather than the number of

participants as a primary consideration in P-1P research. For this reason, I tracked all data

gathered, not just the totality of participant contacts. The sequence for contact with participants
was previously outlined in the research timeline section of this dissertation. Each data gathering
moment allowed me to gain differing perspectives, explore the “yet-to-be-known” (Kinchin et
al., 2010, p. 1), and clarify the elements of the TEds stories of becoming media and digitally
literate within their OEPr.

I applied purposeful sampling to identify potential participants for the research. Decisions
were based on my experience and knowledge of open educational practitioners and Canadian
teacher education. One benefit of purposeful sampling was the ability to select teacher educators
in Canadian FoE who best fit the established criteria for this research (Cresswell & Guetterman,
2019; Tracy, 2020). I selected participants who met a combination of two or more of these
criteria:

e the participant currently worked or had worked within a Canadian faculty of education as an
instructor within the previous two years;

e the participant had an active and easily discoverable social media presence on Twitter,
Instagram, Facebook, YouTube, blog, wiki, or other social media spaces (Discord, Linkedin,
Soundcloud, Slack, TikTok);

e the participant maintained an active presence on the web using a website, blog, wiki, or
media curation space (Canva, Flickr, Pinterest);

e the participant showed evidence of using social media in their teaching, as evidenced in their

academic biographical information and/or course syllabi, where available;



78

e the participant engaged in OEPr as described by Paskevicius (2018) and Paskevicius and
Irvine (2019) and evidenced in course syllabi if available, academic writing, or the content of
social media comments and contributions; and/or

e the participant had written about open educational practices, media and digital literacies, or
efforts to engage within educational social media networks, as evidenced in their academic
publications and their social media outputs (tweets, blog posts).

By establishing these criteria, I attempted to mitigate one of the weaknesses of purposeful

sampling, that of inaccuracy or inconsistency in the selection criteria (Gay et al., 2012).

Despite having a listing of over 25 potential participants from my known networks,
fourteen of the sixteen teacher educators I contacted agreed to participate. The sample size in this
research, as suggested by Cresswell and Guetterman (2019), determined the depth and
manageability of the data picture, with each additional individual adding to the research time
requirements and complexity of data analysis. I resisted the urge to unquestionably establish the
right number for sample size in this qualitative research since concrete quantities are reminiscent
of “neo-positivist-empiricist framings” (Braun & Clarke, 2021, p. 202).

With the fourteen participants approached for this research, I had some flexibility should
any participants become unavailable for the full research protocol. Finding additional possible
participants was done through snowball sampling because participants revealed others who
might fit the research criteria. In this way I was able to ensure a willing participant pool for the
two phases of this research and safeguard sufficient data gathering should any participants
withdraw from the research. As the research evolved, I used a tracking spreadsheet to diligently
manage the total number of data moments that encompass the totality of this research.

Although geographic and contextual information for participants was gathered, along

with background information shared by the participants, this was not included in the research
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findings. This contextual information may have a bearing on the participants’ lived experiences
as they disclosed information about barriers and issues, my focus remained on the individual
experiences not the institutional factors relating to MDL or OEPr. The contextual details also
became a concern relevant to maintaining the confidentiality of the participants, since these
details had the potential to be identifiable to the readers of this dissertation. For this reason, the
contextual and geographic details were redacted and/or omitted.

At the outset, the informed consent included the option for participants to indicate if they
wished to be named openly in the research. Early in the research interview phase it became
apparent to me that a consistent approach

Figure 19

.. would best suit this research. Without
Participant Avatars

Avatars and Pseudonyms in order of interviews
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from garnered from star charts as identifiers

Leonis Dorado

Note. Compiled and remixed from research design and
findings. Published under CC BY-SA-NC license
(DeWaard, 2023). Anonymized names and images for

for each participant. This also allowed for
gender to remain confidential. In future

research, it may be advisable to be open

the participants in this research.

about being open, and work beyond the constraints for anonymity or confidentiality as required

for the research ethics board (REB) approval and as established on the informed consent form.
As noted, confidentiality of participants’ identities was achieved through the use of

randomized names selected from star charts, which supported me with participant identities

when I started comparing and contrasting their lived experiences for the findings. I also created



80

randomly generated avatar images to represent participants’ digital identities (see Figure 19).
Characteristics on the avatar images were not representative of the participants’ persona or
gender but added a human face and a humanizing element to the stories shared. As I began
writing, [ also consistently used non-gendered language (they, them, their) when describing
participants’ stories as an equity consideration — the voice of each participant had equal
importance in the findings. Additionally, as I wrote the findings, I consistently applied an
alphabetic listing of participants’ names to remove any potential privilege I may have applied to
participants’ accounts as unnoticed bias in my thinking.

3.2.4 Interview design

In my P-IP research preparation I confronted the myth that unstructured interviews are wide-
open events without boundaries or parameters (Vagle, 2018). Having a “clear sense of the
phenomenon under investigation” (Vagle, 2018, p. 86) and orienting the interview toward that
phenomenon were essential considerations. For this reason, I structured the interview protocol
carefully, yet understanding that I would apply the protocol with flexibility. As part of the
research ethics approval, I piloted and adjusted the interview protocol prior to using it with
research participants. The semi-structured questions and conversation prompts outlined in the
interview protocol were adjusted for each participant depending on data gatherings done between
the time the interview was booked and when it was conducted. In this way, I was able to make
and remake the data gathering from interviews in a pragmatic, adaptive and agile manner
(Ellingson & Sotirin, 2020). The prepared questions, provocations, and points of conversation
not only provided detail for research ethics approval, but supported me during the interviews
since interviewing was a new research practice for me. The questions and provocations helped
me probe and explore the lived experiences and stories relevant to the intersection between MDL

and OEPr (see Appendix D).
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Interviews lasted approximately sixty minutes, with some going longer with participant
permission. During the interview I made notes to capture points of interest or items which
required further probing. I structured the interview in five sections. First, after a general ice-
breaking question, I shared details of the research and my ethical commitments before asking
participants to give verbal or thumbs up signal as approval for recording of the interview.
Second, I probed participants’ background stories of becoming a teacher educator. This led into
the third part of the conversation where prompts about their OEPr were followed by questions
about MDL as evident in their OEPr. These sections of the conversation ended with a prompt to
identify ‘non-negotiable and perceived essential elements’ of OEPr and MDL. In the fourth
section I probed into issues and barriers to MDL within their OEPr. This was followed by an
opportunity for participants to ask me any questions. At the end of the interview, the next steps
and creative artifact production details were reviewed. Upon completion of the interview, the
recording and audio file was captured on my laptop for immediate review.

The interviews were engaging, collegial, and responsive events. As evident in the
transcriptions, most of the participants knew of me or had awareness of my academic and
scholarly work, so they were not strangers in the truest sense. Although I had no previous contact
with most of the participants prior to this research, some were active within similar networks and
one participant had a deeper scholarly connection. Some of the interviews followed the protocol
closely and some participants referenced the prompts on their copy of the protocol. Other
interviews diverged significantly from the scripted protocol. During these conversations I
referenced the protocol I had displayed on a second monitor as a way to ensure the key foci were
covered. The recording for a few of the interviews was paused as needed for participants to
attend to matters in their home or office contexts. Some participants shared their screens in order
to showcase digital artifacts they referenced in the interview. The uniform resource locator links

were shared in the Zoom chat so I was able to follow-up with a closer exploration after the



82

interview concluded, adding to the data gathering. After the interviews were completed, I took
time to collect the data moments and record impressions and observations in my research journal
page for each participant.

3.2.5 Coding and analysis process

When conducting P-IP research it was important to “document, wonder about, and question the
assumptions of what we take to be normal, bottom lines, and moments we are shocked” (Vagle,
2018, p. 154). Throughout each phase of the research, it was not so much looking closer or
harder at the data, “but of seeing what frames our seeing — spaces of constructed visibility and
incitements to see which constitute power/knowledge” (Lather, 1993, p. 675). Since gathering of
P-IP moments was delicately intertwined with analysis (Vagle, 2018) I intentionally conducted
interviews and data coding simultaneously and recursively. Thus, data coding and analysis was
an ongoing and iterative process, done between and among the interviews. NVivo, one form of
computer assisted qualitative data analysis software (CAQDAS), was used throughout the
project. Despite my awareness of varying software products and affordances, secondary
CAQDAS tools were not integrated into this research. This decision was based on the time and
digital fluencies required for learning and using additional data analysis software, as well as
concerns relating to privacy and security issues the use of additional software created.

My coding process followed that of thematic analysis in that both semantic codes which
hold surface and explicit meanings, and latent codes which hold implicit and underlying
meanings were used (Braun & Clarke, 2021). Most of the codes captured one idea or facet, with
potentially multiple codes attached to one statement in the transcript, artifact, note, memo, or
social media element (Braun & Clarke, 2021). Each interview was coded within one week of
completion to ensure I had a clear memory of the event. All interviews were re-coded in Phase
Three of the research in order to bring codes, memos and notes together at the same time, with

the intention of seeing how themes would emerge.
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Rereading Braun and Clarke (2022), I was reminded that themes do not emerge, they are
generated from the data. Thus, themes are constructed from the codes “like multi-faceted
crystals — they have a core, an ‘essence’, which is evident through different facets, each
presenting a different rendering of the ‘essence’” (Braun & Clarke, 2021, p. 208). It was through
this insight that I realized I needed to revisit the crystallization methodology as a way through
the messiness of the codes to crystallize the core findings generated from the data entanglements
in which I was mired.

As previously mentioned in the data gathering section, the transcript texts from the
interviews were imported into the WordArt word cloud generator. I recursively reviewed and
revisited the word cloud images, and curating them into a collection, thus providing a quick way
to glance at differences or commonalities occurring between the participants’ lived experiences.
In this way | engaged in the crystallization of understanding since recordings and digital artifacts
“offer lively and intriguing options for making, assembling, and becoming qualitative data”
(Ellingson & Sotirin, 2020, p. 33, emphasis in original).

I returned to the concept mapping Draw.IO to bring ideas and conceptions into focus. I
looked for examples of lived experiences of MDL in OEPr as evidenced in the interview
transcripts, observational notes, and word cloud images. I exported and revised the codebooks
from the coding of each interview done in NVivo. These provided a record of the evolution of
my coding skills and the changes in the data set as each interview was coded, but also became
data moments worth gathering. I addressed changes in my growing confidence level as an
emergent issue, since I was coding differently over time. At the beginning of Phase Three |
reviewed and re-coded the interviews in NVivo, as well as the memos and notes documented in
the interview transcripts.

Vagle (2018) suggested a whole-part-whole sequence for data analysis that I followed for

each interview. This included: 1) a holistic reading of the full text to become “attuned to the



84

whole material-gathering event” (p. 110); 2) a line-by-line reading while note taking, adding
marginalia, and journaling; 3) writing follow-up questions; (4) a subsequent line-by-line reading
to examine meanings and extracting excerpts, thus creating a new data moment from these
gathered texts; (5) a third line-by-line reading focusing on analytical thoughts; and (6) additional
readings as needed to reveal and name the emergent patterns, themes, and meaningful units
across and amongst the participant’s collective data (Vagle, 2018). Within this process, I applied
multimodal, media making and creative constructions to enhance the potential of opening new
lines of meaning and understanding, of seeing what frames my seeing (Lather, 1993). Even the
patterns that I detected from the memos, notes and visualizations were subject to categorization
and coding (Saldana, 2016). In my subsequent deep readings I generated code memos and
themes reflective of the participant’s “routines, rituals, rules, roles, and relationships” (Saldafa &
Omasta, 2018, p. 15).

As mentioned, following this period of active coding and review, I paused to take time to
look at the whole data set gathered for trends and themes. Themes were elusive in the volume of
data gatherings I examined, so I drafted a preliminary sketchnote to pull ideas together (see
Figure 17). This was followed by an early version of a concept map where codes and
connections were explored (see Figure 18). A coding chart description was also created to
consolidate an understanding each of the codes from the data including an applicable example
from the data gathered (see Appendix H).

Although the exact coding techniques and strategies were generated from the data and the
research design, [ was aware of essential skills and attributes that supported my coding process.
Saldafia (2016) identified personal attributes that qualitative researchers should possess —
organization, perseverance, ability to deal with ambiguity, flexibility, creativity, rigorously
ethical, and an extensive vocabulary. These supported the cognitive skills of “induction,

deduction, abduction, retroduction, synthesis, evaluation, and logical and critical thinking”
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(Saldafia, 2016, p. 338) required of qualitative researchers. Despite the extensive moments of
ambiguity and uncertainty, it was knowing what I know about these personal attributes and
cognitive skills in relation to my own skills and abilities with research and MDL in OEPr that
gave me some measure of confidence in my coding process.
3.2.6 Validity = Credibility + Trustworthiness
One must be able to use language to reveal what, paradoxically, words can never say.
This means that voice must be heard in the text, alliteration allowed, and cadences
encouraged. Relevant allusions should be employed, and metaphor that adumbrates by
suggestion used. All of these devices and more are as much a part of the tool kit of those
conducting qualitative inquiry as analysis of variance is for those working in
conventional quantitative research modes (Eisner, 2017).
Eisener’s quote reminded me of the importance of metaphor within my research. There were
times when words failed or were insufficient; when alliteration, cadence, allusions, metaphor and
images stood proxy to the true meanings in what needed to be communicated. These meaning-
making devices became part of the research variance expected within the P-IP methodology. I
considered that notions of validity and reliability were inconsistent with the social-constructivist
epistemology and the interpretivist research design applied to this research, since these concepts
were framed from a positivistic perspective. The nature of P-IP research is “creative, inventive,
emotionally charged, and uneasy. “Good enough” researchers find ways to sustain all these
aspects” (Luttrell, 2000, p. 8). Trustworthiness, rather than validity, emerged as the focus for
determining the quality of this research as it was “rooted in the epistemological/ethics nexus” of
standards such as positionality, discourse communities, voice, critical subjectivity, reciprocity,
sacredness, and privilege” (Guba & Lincoln, 2005, p. 209). I explicitly considered the impact of
the big-tent criteria for qualitative research (Tracy, 2010) — worthy topic, rich data, rigor,

sincerity, credibility, resonance, significant contribution, ethics, and meaningful coherence. In
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the research results, the claims, warrants and justifications (Carter & Little, 2007; Hart, 1998)
were explored further.

In order for this research to be perceived as having value and merit, I framed my research
in terms of trustworthiness, credibility, and transparency. From an interpretivist stance, research
should include clarifying positionality, ontological authenticity, fairness, and voice; from a
critical theory approach can be seen in researcher reflexivity (Guba & Lincoln, 2005). To
increase research authenticity and trustworthiness (Guba & Lincoln, 2005), once the transcripts,
reflective artifacts, and stories were graphically rendered, visualized, thematically coded, and
analyzed, results were returned to participants for review. I provided these visualizations to the
participants as reflective artifacts.

By applying a crystallizing methodology, credibility and trustworthiness developed over
time, through the creation of many diffuse reflections and refractions within the data
engagements, data analysis, and data representations (Guba & Lincoln, 2005).

Crystals are prisms that reflect externalities and refract within themselves, creating

different colors, patterns, arrays, casting off in different directions, what we see depends

upon our angle of repose. Not triangulation, crystallization ... crystallization provides us
with a deepened, complex, thoroughly partial understanding of the topic (Guba & Lincoln,

2005, p. 208).

Further to this, Ellingson (2009) described crystallization as a research process that “turns back
upon itself, highlighting its own construction by showing that no one genre offers truth. By
making and problematizing claims, crystallized texts gain a level of reflexive validity”
(Ellingson, 2009, p. 15). In this way, the research validity was revealed through new
understandings as the crystallization methods were applied to research artifacts.

Trustworthiness and credibility of the research findings became evident in the depth,

complexity, and rigour evidenced in the constructions created (Stewart et al., 2017). Authenticity
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and dependability were revealed, not as an absolute truth, but in the reported reflexivity and
interactions between researcher, researched, and research data re-visualization techniques
(Stewart et al., 2017). A trusted and reliable representation of the research data emerged from
consistently comparing, reporting, sharing thick, rich descriptions of the data, and providing a
chain of evidence for field notes, memos, member reviews, debriefs, engagements, observations,
frameworks, typologies and recreations (Stewart et al., 2017). By preserving links and threads
through the research process, readers may recognize the logical paths and recursive steps I took,
in ways that are methodical, transparent, and adhere to best practices for data management
(Stewart et al., 2017). As an example, by providing a word cloud visualization from a
participant’s video interview transcript as an alternative presentation for the coded data
collection, the readability of the resulting analysis improved. In this way, researched and reader
can recognize how I, as the researcher, dependably managed the alchemic and crystallizing data
analysis strategies.
3.2.7 Ethics
Data are never neutral, but always already imbued with discourses of power within local,
national, and global contexts that perpetuate massive and tenacious social, economic, and
political inequities. For these reasons, data engagement must entail ethical choices in the
context of research trajectories. We advocate for three commitments, or underlying ethical
sensibilities, to infuse the making, assembling, and becoming of data: pragmatism,
compassion, and joy (Ellingson & Sotirin, 2020, p. 11).
Although these ethical sensibilities were foundational to this research, it was the basic tenets of
ethical research that grounded this work. These included the “fundamental rights of human
dignity, autonomy, protection, safety, maximization of benefits and minimization of harms, or, in
the most recent accepted phrasing, respect for persons, justice, and beneficence” (Markham &

Buchanan, 2012, p. 4). Farrow (2016) outlined an ethical framework when considering research
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into OER and OEPr which included respect for participant autonomy, avoiding harm and
minimizing risks, considering full disclosure, establishing privacy and data security parameters,
integrity, independence, and informed consent. These elements were woven into the
considerations and decisions I made for/during this research. Additionally, I used and referred to
the Tri-Council Policy Statement (TCPS-2) on the Ethical Conduct for Research with Humans
(Research Council of Canada, 2014, 2022) and the Association of Internet Researchers (AolIR)
recommendations (franzke et al., 2020; Markham & Buchanan, 2012) to ensure my awareness
and compliance with current recommended ethical guidelines for Canadian and digital contexts.
The ethical considerations for this research were premised on my beliefs about respect and
relationship. It was important for me to be explicit to participants and readers that care and
respectful practices were foremost considerations, despite the premise of doing no harm that was
implied when following the TCPS-2 guidelines. Although allowing for participant agency and
voice through open sharing with informed consent (Moore, 2012) may appear to be self-evident
in research about open educational practices, I erred on the side of caution by maintaining a
strong stance of anonymity for the participants. In this way, I hoped to capture an honest and
open story in the sharing of challenges that point to systemic and institutional barriers to
becoming media or digitally literate open education practitioners.

Ethical decisions were based on “norms, values, principles and usual practices” (Markham
& Buchanan, 2012, p. 4). Privacy and confidentiality of web-based information such as social
media accounts, course syllabi, and university specific data available on the internet are
considered non-intrusive since there is no direct interaction with the researched individuals. Such
data gathering does not require REB approval (Research Council of Canada, 2014). These digital
artifacts can divulge participants’ openly available OEPr and MDL, as revealed in their internet
related “documents, records, performances, online archival materials or published third party

interviews” (Research Council of Canada, 2014, p. 16). An initial examination of participants’
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open and online digital artifacts was conducted prior to REB approval in order to scan for
potential participants, but I erred on the side of caution (Seko & Lewis, 2017) and held this data
in confidence pending the signed consent form. Once consent was received, gatherings from
these openly available internet sources were further assembled and analyzed.

I was vigilant to the ethical issues of data engagements as being “inevitably cultivated and
curated by serendipitous algorithms and other computational logics” (Ellingson & Sotirin, 2020,
p. 75). I curated these data gathering explorations as a means of discovering elements relevant to
participants’ individual identity, or specific texts that modelled or exemplified MDL practices. I
resisted the urge to aggregate or crystallize this content into other genres so as to honour the
individuality of lived experiences, voices, and stories as shared through text, audio, and/or video
formats.

As I shifted into direct engagement with participants through the recorded interviews, I
confirmed that participants were treated fairly, equitably, and justly (Gupta, 2017). The research
ethics approval and informed consent ensured that participants were aware that: a) data was
treated confidentially by default; b) that identifiable information would not be shared openly; c)
that the data was only used for scientific and non-commercial purposes; and that d) they could
withdraw their consent at any point during the second phase of the research (Caliandro &
Gandini, 2017; Saunders et al., 2015). I verified and made explicit, through the informed consent
form, the procedures for privacy, informed consent, anonymity, confidentiality, security of data,
and transparency. These were reviewed as I initiated the direct contact during the interviews.
Additionally, participants were assured in the recruitment letter, the informed consent, and in the
introduction to the interview that they had the right to withdraw at any time up to the time of data
analysis by communicating this desire in either an email or phone call. With their experiences in

open educational practices and research, participants were cognizant of cookie policies, terms of
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service, and privacy statements for the web-based services used, so these were not explicitly
addressed for the ethical considerations for this research.

I ensured transparency and autonomy in my recruitment of participants by clearly
describing the research purpose, details, and any perceived risks and benefits (Gupta, 2017). This
was provided in the recruitment letter and informed consent letter, but was also described in a

pre-recorded video message which afforded the participants an early opportunity to see me as the

researcher. Although I did not perceive this to be a primary concern, but in order to manage
potential identity fraud (Gupta, 2017), I used a consistent means of contact primarily through
email, but also through direct messaging on my cell phone. I did not apply an identifying secure-
code such as those used by Captcha because I sensed it was not necessary for this research.

To address potential concerns of internet breaches of data, I maintained an external data
storage device - a dedicated universal serial bus drive - which was locked in a secure location.
The external USB device was used to store and backup all research data. I ensured privacy and
confidentiality by assigning a pseudonym, a randomly generated avatar image, and also
consistently used ‘their’ or ‘they’ rather than gendered pronouns such as she/her or he/him. The
confidentiality of web-based data such as blog sites, tweets, or posts was ensured through the use
of the pseudonym identifier. As well, I randomly changed the password used for the web-based
services applied to this research.

Since the research summary was shared in an ALT-DISS format using open web
publication in Scalar, when screen images or other recognizable information were captured, all
identifying details and meta-data was pixelated or removed prior to being used. Direct hypertext
links to participants’ web-based data were not included in the research report or the ALT-DISS
Scalar location.

In summary, “ethical decision-making is best approached through the application of

practical judgment attentive to the specific context (what Aristotle identified as phronesis)”


https://youtu.be/xucZ1ImaSPI
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(Markham & Buchanan, 2012, p. 4). All potential ethical guidelines for the context of this online
and web-based research were reviewed and enacted, with a consistent schedule throughout the
research project. Although the purpose and intention of this research was focused on opening
discourse and research results using an accessible web-based portal, the ALT-DISS format of
reporting research results required continual vigilance to maintain confidentiality, privacy,
security, and autonomy of participants’ data.

3.3 Crystallizing the Research Design

As I summarized the research, I crystallized the processes and productions found in this
dissertation. These were reflective of the theoretical and conceptual frameworks upon which this
research was grounded. These frameworks were foundational to the post-intentional
phenomenological methodology and the crystallization methods selected and outlined for this
research. The explanation for using the term data gathering rather than data findings related to
the frameworks and methodologies. Research phases and timelines provided the details of the
actions I conducted and the sequence in which they were completed. This included the
preparation, the interview, and the data analysis phases. Although descriptions of participants’
contexts and geographic locations were not shared, the processes and reasoning for creating
pseudonyms and avatar images supported my efforts to maintain confidentiality and still be as
open about the participants’ lived experiences as possible. The credibility and trustworthiness of
this research was grounded and consistent with the interpretivist, socio-constructive paradigms
applied to this research. Ethical practices, as guided by current research and documentation, were
foundational to the research design. In these considerations, I trusted that design of this research
inquiry matched the purpose and directions established, in order to achieve possible answers to
my research questions. In the next section I examined the gathered information from the

participants’ lived experiences and stories of their MDL as revealed in their OEPr.
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Chapter 4: Data Analysis and Findings

A Diamond in the Rough

“Playing with participants, data, and representation creates opportunities for humane, profound,
and pragmatic research processes” (Ellingson, 2013, p, 196)

Within this research study, I explored the lived experiences of teacher educators in Canada with
a focus on MDL within an OEPr. In this post-intentional phenomenology, fourteen participants
revealed their stories of becoming media and digitally literate within an open educational
practice in the field of teacher education. The focus here was on describing the facets of the lived
experiences of participants — becoming a teacher educator, experiencing an open educational
practice, modelling media and digital literacies - and how MDL influenced OEPr in a teacher
educators’ teaching practice. As these facets of the participants’ stories are shared, it is important
to note that this research is not framed as findings in the traditional research sense. This is
framed as a generated narrative, excised from the data gatherings. This narrative is not the only
possible narrative found within the participants’ lived experiences, but one story, created and
crafted as a representation from the accounts and images of others.

In the research design section, I outlined the phases and sequence of data collection,
coding and analysis. Over multiple episodes of listening and relistening to the narratives
presented by the participants, [ “pay attention to personal preferences and desires, what I care
about and what excites me” (Ellingson, 2013, p. 201). Throughout this process, I struggled to
make sense of the individual voices and images. At times, the participants’ meaningful moments
coalesced together. Through the multiple and many layered listening moments, I paid attention to
the outlines of what was important to each participant because these needed to meld into my

research story. In order to stay true to the narratives shared and not become distracted while
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writing about the participants’ lived experiences, I held in mind the collage of images and echoes
of our recorded conversations (see Figure 19 in Appendix G).

As I recursively explored and experienced the video interviews, between bouts of
reflective sense-making, these etches supported my struggle to find commonalities and to create
a unifying story of the stories shared. Despite a deeper dive into reflective thematic analysis
(Braun & Clarke, 2021; Braun & Clarke, 2022), the themes that I strived to find from the codes
and keywords eluded me. As a result of this struggle to find the research story, I returned to
reflect on my stated methodology of crystallization.

The decision to examine one facet at a time allowed me to focus my attention on singular
components within the findings, just as a gemologist might take time to examine the fagade,
edges, colour, tone, and reflections found within the identified facet of a diamond in the rough.
My decision to hold up and examine the words, sentences, and ideas expressed by the
participants creates a semi-cohesive way to uncover participants’ portrayals within the research
findings. The answers to my research questions emerged from this diamond in the rough.

4.1 Facet One — Becoming a Teacher Educator
“Education is not an affair of ‘telling’ and being told, but an active and constructive
process.” John Dewey
From the lived experiences shared by the fourteen participants, I illuminated participants’ human
endeavours of becoming teacher educators. Their journeys resonate through these anecdotes.
This is the first facet in the data gatherings that I scrutinized in an effort to answer my research
questions. Images of teacher education emerged from these reflections of the participant’s lived
experiences. By glancing through this facet, I learned more about the essence and intentionality
of the participants. Relationships with technology and with the world in which they teach

became apparent. For a clearer understanding of defining characteristics of teacher education, it
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was helpful to review the literature for this concept (see Section 2.2.1 on teacher education).
Keeping participants’ pseudonyms and avatar images in mind became necessary (see Figure 19).

Eleven of the participants had foundations in the field of education, having gone through
a teacher education program and worked as a teacher in K-12 education. Fields of interest varied
from science (Rigel), social studies (Aquila), physical education (Carina), and language and
literacy (Dorado, Leonis, Orion). Two participants related their experiences as second language
learners which they indicated had influence over their work as teacher educators (Merak, Vega).
Two commented on the impact of being a first-generation post-secondary school attender
(Perseus, Vega). For six of the participants, becoming a teacher educator was a natural
progression emerging out of their PhD level graduate studies and dissertation work (Aquila,
Carina, Dorado, Izar, Lyra, Merak). Others transitioned into teacher education through Masters
graduate studies (Merak, Perseus, Polaris). For some, the shift to teacher education happened
when their own children were born (Andromeda, Leonis, Lyra, Rigel, Vega).

1 taught for almost a decade, and I had two children, and took a different look at

education ... [ went back and did graduate work around the sort of questions that I was

seeing when I was teaching. So, most of my research is built on, I wonder questions

(Carina).

Three participants created and designed new graduate level programs and courses within
their faculties of education (Carina, Lyra, Orion). Most participants shared experiences of
designing learning and curricula within their faculty programs that reflected current educational
trends and infuse technologies (Andromeda, Aquila, Leonis, Perseus, Polaris, Sabik, Vega).

Right now, I'm trying to figure out how to develop some kind of tool, so children can put

images online and share them with each other and talk about them in the way that we do

on Instagram, or Facebook or something like that. So, I'm trying to deal with the ethical

challenges around that (Dorado).
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Several participants noted their role as leading edge innovators in online course design
(Andromeda, Aquila, Izar, Orion, Vega) which inspired their open learning practices. Others
disclosed their feelings of responsibility to share their experience and expertise, not only with
their students but with colleagues and others around the world.

1 think it’s largely educators have that philosophy at their core. It's about, you know,

spreading knowledge and sharing ideas and inspiring minds. And whether that's through

a great story or a fantastic open resource that you share. I mean, the reach is further, if

you can do things digitally and see some of the impact you're having. But I think that

philosophy has been there for a long time amongst educators (Izar).

Fundamentally, my lived experience has grown to recognize that ['ve got a responsibility

too. I am a public servant. And so, for me, I do feel that I've got a responsibility to the

public, I serve to ensure that the work I'm doing is openly accessible (Vega).

With schools and schooling framed from perspectives of knowledge scarcity and the
“technology of the book” (Lyra), participants worked within their experiences to push
understandings of knowledge abundance and teaching with digital and electronic technologies.
This required ongoing learning and reflective practice. From their lived experiences, the
participants revealed that their own ongoing professional learning journeys, particularly when
developing technology related skills, were predominantly informal and self-taught, often done
through web searches, trial and error, or exploration:

I don't make a big mess or anything. It's just like, oh, that doesn't really work the way [

want. So, I just try something else. You know, once you get the standard layout of most

software, there's going to be a menu, there's going to be the things you need, try them
out, see what you want to do (Rigel).
Participants mentioned that their learning happened serendipitously through connections,

research projects, or conference attendance. Many pointed out that they explicitly and implicitly
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passed this learning on to their students through the courses they taught. Although one person
specifically noted their intentional stance as a learner, this outlook can be seen as a tacit feature
of other participants’ ongoing learning:
1 think that it's a lot of learning on my own, and then trying to leverage that. I've always
positioned myself as a learner in those contexts with my students. I think in some ways,
it's helpful that I ... have that kind of learner perspective with them as we're working
(Merak).
Proficiency and interest in applying technology to teaching and learning was evident in the lived
experiences shared by most, but not all of the participants. These experiences in using
technologies as a teacher educator were lived through and any reluctance or phobia to
technologies are overcome. One participant shared their curiosity:
Much of that was certainly informal. I was always a little bit adept and interested in
educational technologies. And so, I remember, you know, my curiosity and seeing some
of the value in, for example, [ remember like in my grad studies early on wanting to
present kind of multimodal papers and wanting to remix images, or add video (Merak).
Yet another shared their initial reluctance in using digital tools in their teaching:
I was technophobic, I had no interest in digital technologies ... I don't like playing games
on the computer, had no interest really and I wasn’t super comfortable with digital tools
(Polaris).
One participant suggested a need for teacher educators to take a stronger stance toward teaching
from a critical disposition that was grounded in current research, particularly in the face of
political agendas that opt to define digital literacies from a focus on job-readiness skills. Another
mentioned the importance of:
community consultations, professional learning networks and knowledge mobilization

strategies, where we lean on collaborations for educational research, what we can learn
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from that, but also what educational researchers can learn from people, from teachers

and principals and school board directors, to try to kind of address some of that in the

programming for teacher education, and that would include technology (Vega).
The participants’ lived experiences included becoming, and modelling for their students how to
become, a connected and networked educator. Although this facet amended the work of
becoming a teacher educator, it was also evident in the participants’ OEPr.

“I encourage open, collaborative, networked learning in digital spaces because [

believed, in past, that learning to participate online and adopting an open disposition can

bring educators together around ideas, promote professional learning, and a sense of
agency in digital environments” (Perseus, digital artifact).

With these anecdotes there is evidence of various common elements within the lived
experiences of the teacher educators who participated in this research. The commonalities
illuminated some specific facets of becoming a teacher educator — foundational experiences and
awareness of the field of education, building a teaching practice grounded in research relating to
teaching practices, bringing personal interests in specific subject matter into the field of
education, developing program and course designs through iteration and student feedback, and
being positioned as a life-long learner.

4.2 Facet Two: Open educational practices (OEPr)

“The essential thing ... is this: hope, as an ontological need, demands an anchoring in practice”
(Freire, Pedagogy of Hope, 1992)

I searched through the gatherings for an answer to my research question — As a teacher educator
in Canada, what is it like to be an open educator? I probed each participant’s lived experiences of
OEPr and specifically asked them to identify essential tenets of their OEPr (see Appendix D).

For a clearer understanding of OEPr, I returned to review the literature for this concept (see
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section 2.2.2). The graphic rendering of conceptions of OEPr were also helpful (see Figure 7,
Figure 8).

Although not every aspect of the participants’ lived experiences with OEPr were reflected
here, the selected accounts generated from the data gatherings highlight facets of OEPr as I
reflected on MDL in practice. From the participants’ responses, I selected three facets for
scrutiny. These include access, choice, and connections. I began by examining the origin stories
and concluded with a summation of the generated themes and core elements of OEPr.

Origin stories
Lived experiences with OEPr have origin stories. Most origins in OEPr do not begin with a
cataclysmic event, but are emergent and fluid. As I glimpsed these origin experiences facets of
OEPr crystallized. For one participant, becoming an open teacher educator emerged from an
early experience of teaching others how to canoe:
So, I was instructing them how to hold the paddles and we were all standing on the dock
because we're all going to get into our own canoes. I explained, this is how you hold the
paddle, and then I looked up and I remember seeing all the different ways that they were
holding their paddles. And I'm thinking is this what learning is all about? Like I just told
you, this is what you need to do. And yet you're like, we're not even in the water, you're
not going to get anywhere. I remember that moment. And I think that open learning gave
me that opportunity to let everyone paddle their own way (Andromeda).

Polaris reflected that
it didn’t even occur to me that I was engaged in open educational practices ... I hadn’t
realized that what 1'd already been doing (blogging & engaging my students with online
publishing) had a name and was, in fact, a burgeoning movement!

Some participants suggested that elements of OEPr were embedded in their philosophy and

beliefs of how teaching should occur (Carina, Leonis). For one participant the impetus that
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pulled them to “open education is the social justice side, the decolonization has been really
important to me. So, moving away from Western perspectives” (Sabik).

For Andromeda, Aquila and Izar the origin story of OEPr occurred through experiences
of focusing their dissertations on open education related topics. For Lyra it was the experience of
“sharing my dissertation online, while not very exotic today, given the plethora of digital
repositories full of theses & dissertations, was a bit unusual when few dissertations were open
access”. Lyra noted the impact of openness in their scholarly work:

You know, so I think that openness and trust, the peer review, I learned early in my

career, early as a scholar, that scholarly community of inquiry, when held in the open

raises the level and quality of the work, because people all of a sudden realize it matters;
what I put out there and attach my name to matters.
Andromeda, Aquila, Izar and Rigel reflected on experiences with free and open-source software
and working with software development relating to education. For example:
1 looked at open-source ideologies ... so, my dissertation work was around the idea that,
how do we apply these not only the methodologies, but also the ideologies around open-
source practice into teacher communities ... it was based on looking at open-source
communities and seeing them as rich collaborative spaces (Aquila).
Another mentioned that their OEPr emerged, not from explicit institutional supports, but from
the influences and directions offered by colleagues or others in educational technology who
“share their kind of reflections and questions about what it means for them to be a teacher or a
professor” (Merak). For Vega the lived experience with open education was grounded in
feelings of unconditional hospitality and ethical relationality, which I perceived to be connected
to ethical practices of care, compassion, empathy, openness, and respect for human dignity:
... openness to ideas, and to listening to each other, to being attune to your intents of

being there and impact so that when you 're there, you re not trying to harm someone,
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like openness is not like open to being harmed. So, I think that the unconditional

hospitality is to kind of recognize that when you 're a guest in someone else’s space, then

there’s certain roles and responsibilities (Vega).
From these origin stories of participants’ lived experiences within OEPr, I noticed that
negotiations appeared to reverberate through many of the interview transcripts — the “open
learning part of the negotiation is working with your current context, cultural context, current
boundaries, current world and then negotiating that that’s part of the negotiation as well”
(Andromeda).

In an effort to gain clarity, the facets that are explored next are cleaved into subsections
to better describe each element. Access is explored through notions of entry, intentionality, and
language. Choice is examined through experiences with sharing, contributions, and agency.
Connections are revealed through relationships, collaboration, and building on the learning of
others.

4.2.1 Access

Access included lived experiences with entry into connecting with people and openly using
materials and tools that support their work in teacher education. The conception of access being
used here should not to be confused with the notion of accessibility which focuses on the access
needs of differently-enabled populations. Although accessibility is a consideration for OEPr, for
reasons of brevity it is intentionally omitted here.

4.2.1.1 Entry

One participant suggested, from their lived experiences with entry for their OEPr, that it was
important to consider using teaching resources that are “visible you know, not behind paywalls”
(Polaris) and to avoid using technologies “that require students to sign up” (Polaris). For
Andromeda and Merak this meant that entry into learning opportunities were open to “people

outside of your class, outside of that specific group would also have access and it's something
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that you would allow people to share” (Andromeda). For Orion their experiences with access to
massive open online courses (MOOCs) highlighted the complications created when MOOCs are
used as entry points into what they view as pedagogically flawed OEPr:
Because you can have a MOOC that is open access, that you go through this didactic
pedagogy. And yes, it’s open access ... so, if you re saying open is this wonderful,
pedagogically rich, amazing student voice thing? And that’s open education? No, check
out the MOOC:s that are out there. They re open education. They are NOT pedagogically
beautiful and rich many of them. So, I think we 've got a problem ... I've heard others say
but it’s working, it’s going to hook people in higher ed to change their pedagogy with this
open ed branding by broadening it. I just think that we re creating more mess just
because we want to market it (Orion).
Frustrations with lived experiences in gaining entry and access were expressed by Carina and
Polaris specifically to materials and resources available to K-12 teachers in their province but not
available to those in faculties of education working with teacher candidates in that same
province. They questioned the public nature of publicly funded materials and resources that are
kept closed to those who could make use of those teaching materials. Another participant stated
that “SHRRC requires open access for research. I still don't understand why we are any different
with courses?” (Orion) and suggested that open access could be part of an institution’s public
relations and accountability measure.
4.2.1.2 Intentionality
For Perseus, their OEPr was
absolutely a process of becoming ... because there certainly are parts of my professional
life that aren’t open to others. So, I do make intentional choices. But my process of

becoming an open educator, it’s ... rooted in my own values around access.
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Sabik wondered if “students always know that I'm using, intentionally choosing a textbook or a
chapter that's open source or readings”. This intentionality extended to open discussions with
students:

...about what technology I use in the course, because surveillance technology, like
where's your data going? ... it'll come up in the class, maybe some times where we'll start
talking about, you know, just maybe using proctoring or plagiarism software ... and I'm
very clear about why I don't use it (Sabik).

Since Vega had lived experiences with creating and recording podcasts, intentionality shaped the
decisions and processes of presenting information to an audience, be it students, colleagues, or
outside the learning organization. Vega recognized that whichever “mode that you re choosing is
going to have certain possibilities for open access and limitations, for different people”.
4.2.1.3 Language
Language, as an access issue, was not just about the word choices being used, as Orion suggested
in the statement “... semantics matter. Terms matter. Definitions matter”’! Vega mentioned how
language influenced their OEPr, particularly when considering the access to teaching content for
a specific audience:
1 think about creating content and related to open access is one in terms of writing. What
1 try to explain to my students like, Look, if a grade 10 student and I can't understand the
gist of what you're trying to explain, then you haven't clearly articulated. I don't care how
complex the work you're doing, but I think it needs to be written in a language that's
accessible (Vega).
Canada works in two official languages, yet Indigenous language and the multitude of languages
from immigrants and refugees were noted in the participants’ lived experiences. Issues of

language translation when considering OEPr was noted by five of the participants (Aquila,
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Leonis, Merak, Perseus, and Vega). Access of materials in the preferred language of the intended
audience was a consideration for Merak and Vega. As Perseus noted:
there's an important role for those of us who are bilingual, French-English, I do feel
increasingly like a profound responsibility to ensure that whatever it is, that I'm thinking
about can also be accessed by my Francophone colleagues.
Merak noted that the “meaning behind the language in which it is accessible or not, the ways in
which that limits participation or learning opportunities” was important when creating and
sharing open teaching materials and resources. For Merak, this meant ensuring that openly
accessed French/English resources were representative of a high standard and reflective of their
professional identity. Additionally, Vega pondered about access and language by adding
consideration for gender neutral language by “trying to become more aware of that, but also
open access in terms of use of language in French like, so gender neutral language, for example,
and how we present that when writing in French or even thinking about that in English.” So, |
noticed that for some of the participants, language as an access issue was an important facet of
their OEPr.
4.2.2 Choice
The lived experiences for teacher educators who practiced their craft openly meant providing
choice in learning but also making choices for themselves as educators and researchers. This
ranged from course design where access to tasks and activities were openly shared, where
contributions were made and accessed in a variety of locations and modalities, and in
recognizing issues surrounding agency and ownership within their OEPr.
4.2.2.1 Sharing
All of the participants mentioned sharing processes and work products with colleagues and

students. Rigel mentioned “sharing your process is a form of open pedagogy for me, so I feel like
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there’s a spectrum of sharing more broadly, and making it accessible for a broader audience is
really helpful”. For Merak, this involved practices that are

more fluid or natural ... because you've had access to that teaching explicitly or

implicitly, versus someone else needing to say this is how you could perhaps better

organize your desktop or your digital spaces.
For Perseus the issues and risks surrounding the open sharing of teaching and learning,
particularly for marginalized students, revealed concerns with “whose needs, voices, insights are
silenced or left out when we work in the open? Do we lean into difficult conversations about the
risks of open”. The social justice side of open education was important to Sabik who noted their
efforts to give “voice to scholars and to educators, to students, who traditionally don’t get to
have their voices represented”.

The OEPr for Sabik and Rigel included consideration of how students are presented with
options to share their learning beyond the “disposable assignment”, described by Wiley (2013)
as those tasks such as essays or exams that add no value to the world, since they are thrown away
and forgotten once they are completed. Rigel provided choice as a gateway “for students to
become more open about how and where they share their learning”. Dorado suggested limiting
choices for student assignments to a few selected tools that provide flexible options for sharing,
since this can enhance creative outputs. For Aquila and Orion this meant including in their
teaching practice the use of “aggregation and having students have their own space” to share
their learning. Lyra reflected on their lived experiences:

In my teaching with both undergraduate and graduate students, I have always tended to

include an assignment or two that involves online sharing, from student created blogs,

podcasts, wikis, VR spaces, microblogging and twitter chats, and various types of co-

created or individually created websites.
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One caution posited by Andromeda, but reflected in the responses by others, was that sharing is
“a negotiation and co-design between an instructor and the student to support their learning
pathway on their learning journey” .
4.2.2.2 Design
Within the lived experiences of over half of the participants (Andromeda, Aquila, Izar, Lyra,
Orion, Polaris, Rigel, Sabik), the design of their courses with OEPr in mind, became an
opportunity to co-create learning materials and activities with their students. It was less about the
digital tools or educational technologies selected and more about the pedagogical practices. For
example, Merak mentioned, “it's not about the tools anymore, or how to set up your classroom
online, or how to make videos or interesting content, it's just going to be about the pedagogy that
drives those choices”. Further to this, Merak noted, “I will share with my students some of the
decision making behind certain choices, which I think also allows us to have these
conversations” about course designs. Andromeda also mentioned that “I've done aspects of this
by having a more fulsome conversation about course objectives, like what do we hope to get out
of this course? Right? Because we're really having more of a conversation with students about
co-construction.” Making choice explicit within the design of courses and lessons was one of the
many essential tenets of OEPr shared by the participants.
4.2.2.3 Agency and Ownership
Making explicit choices about agency and ownership was reflected in each of the participants’
lived experiences when selecting open tools, resources and processes. Agency with technology
and ownership of the resulting content was an OEPr consideration. For example, Rigel followed
a self-imposed guideline to “not become platform dependent”. Rigel reflected:
... my solution has been to be as much tech agnostic as possible, get to the core
principles of the pedagogy. Like I love technology, but I also recognize the dangers

inherent with the people in control of many of them. So, we have to sort of strike a
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balance. So, I've always been more on the side of open source. Even that is not a silver
bullet, because that gets bought out, you know, or are not institutionally supported.
For Lyra their agency focused on the learners and the participatory nature of their OEPr:
... 80, learner centered to me is agency and voice, because that starts from a deeply held
belief that, you know, students come at any age, they come with many lived experiences
and social connections and, you know, experiences in the world that they draw upon, no
matter what the learning task is. I may know more about a particular part of that task,
and therefore, I'm providing some of the boundaries. But I always want to keep those
flexible as well, you know, so I think flexible boundaries would be how I would describe a
lot of my practice.
Flexibility was also mentioned in the lived experiences of Aquila and Izar. For Izar this
... comes into teaching in all kinds of different ways. But I'm also very careful not to push
people out there. It's really a personal choice, how you want to engage or how much you
want to contribute. So, we do focus on it as a resource, and a community to join and
contribute to, but that may come later, for some of them.
4.2.3 Connection
This facet enlightened examples of lived experiences where participants established relationships
within their OEPr by making connections to others, particularly as they established collaborative
practices with students and colleagues. Participants also shared experiences of connecting ideas,
people, and teaching in ways that built on the shared learning of others.
4.2.3.1 Relationships
From the participants’ lived experiences through/with technology, particularly resulting from the
pandemic, many focus on challenges of how to build and maintain relationships. Vega suggested
that “the COVID-19 pandemic accelerated an openness to building community online.” Dorado

reflected that relationship building required active listening, not just delivering messages, and
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that this happened along a continuum from short term contacts to longer term, deeper
connections precipitating through trust.

1 think that whether it's between teachers and students, or researchers and participants in

online spaces with distant others that you may never ever see in person, I think that kind

of relational work has to happen, especially if you're doing critical literacy work,

because you've got to have a lot of trust (Dorado).
For Aquila this linked back to experiences and relationships developed over time, where
geographic locations mattered less and maintaining relationships mattered more: “I guess, you
know, the idea that we're better together, that our voices matter from any place that we can find,
we can build closer relationships with people that we don't necessarily know, that's the strength
of weak ties ”. For Vega, this relationship work required “unconditional hospitality” described as
recognition “that when you're a guest in someone else's space, then there's certain roles and
responsibilities. But also, when you're hosting a guest, there's roles or responsibilities. So that
relationship between guests and hosts, it goes back and forth” .

Lived experiences for Perseus focused on relationships with students and that “often, we
forget that that relationship is imbued with power” and that relationship building work is human
work:

1 think that truly profound and humanizing connection is absolute. It's always been

essential, but it is even more essential now, in my view. One of the things that I think for

teachers to bear in mind, and it's an important consideration from Nel Noddings’ work
for me anyway, is that oftentimes we enter into a relationship with our students as
teachers, with the intention of providing care with the intention, of course of respecting
those ethical standards of practice (Perseus).

This intentionality in Perseus’ lived experiences of OEPr highlight the need for humanizing the

learning experiences for their students from a caring stance, one that encompasses compassion,
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empathy, fairness, honesty, openness, and respect for human dignity. From this comment, |
gained insight into Perseus’ perspective of relationships with students that addresses power
differentials between the perceived or real hierarchical positions between students and educators.
4.23.2 Collaboration
Experiences with collaboration ranged from research focused projects to classroom teaching
activities. In the OEPr responses from Leonis, Lyra, Orion, Perseus, Polaris, Rigel, Sabik, and
Vega, options to collaborate and communicate were prominent in their shared experiences.
Research collaborations for OEPr appeared to emerge organically. For Leonis, it started with
collaborations in their PhD dissertation work, leading to a SSHRC grant where the collaborators
“were actually on my research team. And they were the video people that would come in. And
we'd always start out with them talking about their experience making video on YouTube and
sharing positive and negative obviously”. Leonis suggested that “the digital tools allow us to
collaborate online, for example, it doesn't have to be online, but let's just that's where I've been
lately”. For Merak, thinking about collaboration
shows how embodied a lot of experiences are for students and so how they are building
community and are able to develop, for example, digital literacies, and different
competencies online collaboratively and physically with other students in the classroom
and engaging with one another.
Polaris shared experiences of collaboration that involve mentoring: “the early career mentoring I
received from a colleague who became a trusted mentor, co-teacher and friend, opened an
opportunity to collaborate with experienced teachers”.
4.2.3.3 Building on the learning of others
Within the lived experiences with OEPr, several participants mentioned that they made an effort
to build connections with experts in their field of study and bring outside experts into their

classroom teaching. Aquila suggested: “it's really about connecting with expertise in different
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ways and showing students that they can connect not just to databases and resources online, but
can connect to the people behind them”. Aquila and Lyra mentioned they reached out to authors
of papers they had critiqued as a way to build on the ideas presented by these other scholars: “/
think we need that connection with experts, you know, or, yeah, things that we know work and in
different ideas, not the same ideas ... as we already had” (Dorado). In recognition of the
knowledge and time shared by experts, Lyra expressed a “deep respect for these individuals and
also a deep awareness of their generosity and willingness to connect. So, you know, often in
classes, I'll tell the students well, if you're interested in (named author’s names), reach out to
them”. For their own research and knowledge sharing, Izar made efforts to “try to make outputs
open, try to make as much of the teaching as possible, open, because it can have effects that are
interesting, if you make a connection with another educator”.

In summary, the facets of OEPr generated from the data gathered for this research
showed specific faces and edges to the conception of what it meant to be a teacher educator who
modelled an OEPr. Themes surrounding access, choice, and connections were evident in these
narrative fragments. Issues of access revolved around the edges of entry, intentionality, and
language. Sharing, design considerations, and agency were features when participants
contemplate choice-making in their OEPr. Facets revealed in connecting as part of an OEPr for
teacher educators included how to build and maintain relationships, engage in collaborations
with others including students, and connect to expertise in order to build on the learning of
others. In the next section, the media and digital practices found within an OEPr are explored.
4.3 Facet Three — Media and Digital Literacies
“... knowledge emerges only through invention and reinvention, the restless, impatient,
continuing, hopeful inquiry beings pursue with the world and with others.” Paulo Freire
In this section of the data analysis, I restlessly and hopefully explored facets of participants’

lived experiences in search for an answer to the research question “How do MDL inform or
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shape practices of teacher educators immersed in OEPr?” For a clearer understanding of
conceptions and understandings of media and digital literacies, it was helpful to review the
literature (see section 2.2.3) and revisit the visualizations relating to literacies (see Figure 9) and
the graphic of the interconnections between skills, fluencies, competencies and literacies (see
Figure 10). I began by examining participants’ understandings of MDL concepts. Then I focused
on the facets found within the themes of communication, creativity, and criticality. I concluded
with a brief summary of the findings generated from the data gatherings.

Understandings

When prompted to describe media and digital literacies as experienced in their teaching practice,
participants portrayed MDL as multifaceted, complex, and value laden. Perseus’ response
resonated: “I've defined digital literacies as all of the skills, strategies and mindsets, dispositions
required for making meaning and communicating meaning through and with digital tools” .
Dorado defined MDL by separating the terms, with media being the message and digital being
the means of communicating the message.

The multifaceted and transmedia nature of MDL was evident in participants’ responses,
since many included elements of creating and engaging with alternate forms of communication
beyond traditional text formats. Complexity within MDL is partly defined and shaped by the
tools used and their affordances since “fools/things have some agency” (Dorado). This
complexity was both opportunity and challenge, as noted in Leonis’ reflection that “we need to
know better how to work with that complexity and the layers and how to do all those things at the
same time, pull them apart and then put them back together”.

Some expressed belief that MDL involved value-laden judgments and biased decision-
making about the intended purpose or audience of materials and productions. Some participants

mentioned the need for a critical stance — “the digital allows you to take it into that productive
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space with a critical perspective” (Leonis). The values attached to media and digital tools,
strategies, and productions were evident in participants’ expressed competence and dispositions.
The goal of MDL for some of the teacher educators focused on developing their own
skills and competencies. This connected to student learning by helping “our teacher candidates
develop theirs, so that they in turn, can use digital literacy frameworks, and support their
students in developing their digital media literacies” (Polaris). Some participants mentioned
specific MDL frameworks they used in their teaching practice, including the MediaSmarts
framework and the International Society for Technology in Education standards for teachers.
4.3.1 Communication
Participants viewed communication as being predominantly web-based, particularly in light of
COVID-19 responses, with options of being open to others. Their awareness of media related
factors in their communication practices, such as audience, ethics, and data management, were
evident in their shared stories. Andromeda, Aquila, Izar, Perseus, Orion, Rigel, and Vega
reflected on how communication, particularly for their students, needed to extend beyond the
physical classroom, through the use of a variety of digital tools, resources, and activities. For a
full list of these digital tools, as mentioned by participants, see Appendix F. For Izar, this
included students’ work on blogs:
...they're working in WordPress, developing reflections based on the course material,
personal project inquiry that they document. And then they do a final presentation that's
often shared there as well. But all of those things, you can make the whole site private, or
you make it just visible to our course community, or you can make individual posts or
pages private. And so, they get to see all the different ways they can permeate while still
working in the web.
Experiences with online web-publication work with students became ubiquitous. With OEPr

during the pandemic, Carina stated “digital communication has become mainstream” and
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suggested this helped increase feelings of fluency and competence since students were immersed
within wider audiences. Andromeda took a critical stance toward communication, asking
students to examine media messages for validity by interrogating “...is this a valid source? Kind
of what makes it valid? What are they citing? How do I know that this information is true?”. For
Vega, open communication was identified as a duty and calling: “I'm hired as an educational
researcher here, theorist. I'm supposed to be working on behalf of Canadian citizens. And so
how can I create communication ecosystems so that they can access some of the work?”’
Communication was an essential component of the participants’ lived experiences with MDL in
their teaching practice.
4.3.1.1 Audience
One participant pondered the need for an audience for their communicational practices. Other
participants questioned who the audience was when creating media and digital communications
for their own and their students’ purposes, even identifying self-as-audience. For Rigel this
extended to ensure that “the purpose that you're doing it is not just performative for the whole
world that you actually are doing it because students will feel the value”. For Vega this meant
recognizing “... your audiences. If we're talking about access, I think you need to recognize
who's, which audiences are you trying to communicate with, and then how accessible in terms of
have open access is what you're trying to communicate”. Lyra suggested keeping audience in
mind when making critical decisions about “what you're comfortable sharing and what you're
not comfortable sharing”.

Rigel commented on their practice of flipping between an audience that involves
students, the audience of colleagues, or communicating on the open web to unknown external
others. This practice required a flexible approach to communicating with media and digital

resources and suggested to students and colleagues that they:
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start where you are, there's little things you can do. To get to get there, you don't have to
be perfect and polished at the end, it's just sort of like, we're really, let's go back to the
purpose. So, if you can communicate effectively, and use a little piece of media, beyond
like walls of text, let's think about what that could look like.
For Dorado this included a continuum of MDL ranging from simple to complex in their attempts
to build a relationship with the intended audience, one that emerged as visceral and multimodal.
4.3.1.2  Ethical Practice
Some of the ethical challenges in communication practices, as experienced by the participants,
included contending with decisions such as where, when, how, and with whom to share. Explicit
communication of ethical practices with students was a common thread throughout many of the
participants’ lived experiences. Aquila’s statement was reflective of many others that share this
perspective:
I’'m sort of future centric and tech centric, or future leaning, but I have a very strong
foundations perspective as well. So, this is really important, because it's really the center
of all these things, because we can't use technology without that ethical lens, without
understanding the techno-colonialist implications of our technology.
In reflecting on the work of teacher educators, for Lyra this meant “bringing people along, in a
good way, and in an ethical way, because yes, they're, you know, they are grappling with some
major shifts in the long held, deeply held ideas about learning”. Carina was not the only
participant to note that they brought ethical issues into classroom conversations: “we talk about
the ethical issues, and we look at Al and big data and algorithms”. Vega presented the concept
of “ethical relationality ... coming from the work that that I've done with different First Nation
or international indigenous music”, outlining that communication and access required an

understanding of the ethics of sharing and relationships. For many of the participants, the ethical
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issues surrounding digital and media communications are contingent on developing “open
teaching practices that centre ethical, relational, linguistic and cultural perspectives” (Perseus).
One prominent ethical issue was that of copyright and the legal use of media and digital
resources, not only for themselves as teacher educators, but for their students’ explicit awareness
and intentions when ethically using materials in their teaching practice. Andromeda mentioned
efforts to be “careful about the legally binding barriers that I have to model and also show
respect for”. Sabik’s reflections echoed those in Lyra’s experiences when they signified that
“... when I ask students to create a blog and start posting their ideas openly, I have to
ethically also engage them in conversations about the difference between submitting an
assignment to me that's private, the other students don't even see it, versus putting
something on a website that the world can see, and how that influences the
communication? (Lyra)
Izar expressed that:
especially as a teacher, as a content creator, working in a way that makes good use of
actually seeing media literacy is quite different ... to consider how selecting an openly
licensed or copyrighted resource impacts our learners and what they can therefore do to
demonstrate their learning and/or curate the materials for future use.
Izar also mentioned issues around copyright and digital rights management that impacted the use
and access of teaching materials, since digital rights management constrain by imposing
restrictions through purchase, loan, lease, or borrowing requirements.
For Rigel copyright meant a shift in thinking about personal ownership:
I've always sort of resonated with the fact there, the premise that it was like, you can
release your images under Creative Commons ... that's one of my motivations is
releasing it all under Creative Commons so people can start thinking about these ideas

that are complex in maybe simplified ways.
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This mirrored Orion’s conversations about applying explicit approaches to the use of Creative
Commons licensing on course materials and student coursework productions. From these lived
experiences, the consideration of ethical issues and use of CC licensing brought nuanced
decision-making into communicating ethical issues in an open and modelled teaching practice.
4.3.1.3 Data management: Safety, Security, Privacy, Permissions
Explicit communication about data management issues such as safety, security, privacy, and
permissions are an instructional necessity, as evidenced in many comments made by participants.
Polaris’ response was representative of the media and digital skills and fluencies revealed in the
participants’ lived experience as a teacher educator when shifting student learning from closed
and password protected learning management systems into open, web-based, educational spaces
such as blogs visible to the public:
I've made it part of my mission to become very literate in those areas. So that while I
can't provide legal advice, I do make blog posts very, you know, related to students
protecting your privacy, protecting student privacy ... I tend to avoid things that require
students sign up ... I'm always engaging in open practices while respecting the need for
privacy of my students of my learners ... I knew I really need to learn much more to make
sure that I was protecting their privacy, helping them learn to protect their own privacy.
Another consideration was found in the reflective artifact created by Rigel which showed an icon
of a “data dementor” in a demon shaped image, with this character appearing to eat the word
‘extractive’. These words and images were located in close proximity to the words ‘media tools
have dangers’, data, privacy, algorithm, proprietary, and lock. From this artifact, I inferred that
Rigel’s experiences in OEPr showed an awareness of the darker side of data management and
surveillance technology, thus modelling care and concern for their own and students’ data

management skills and competencies.
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For Andromeda, the experience with communicating issues surrounding safety, security,
privacy, and permissions were transitional in terms of awareness of these issues for their own
OEPr but also in developing awareness of safety, security, privacy, and permissions with their
students. This included explicitly teaching students about password protection of pages and posts
on a blog site, thus ensuring students had agency and control of permissions to sensitive or
confidential information published to the web.

I noticed that students’ privacy and security were not included. So that kind of, I don't

know, surprised me or almost hurt me a bit, I was like, Oh, I better make them more

inclusive, or more included, or more obvious.... with that security piece, I did stop and
think about different ways that I could do something at a lower level that was safer. But
now I know how to better do that.
Aquila suggested the use of student pseudonyms to cloak students’ identities if that was a
privacy enhancing choice offered to students. Izar suggested intentionality in course designs
when making safety, security, privacy, and permission decisions:

... for our course sites, we do have things that are only available to the learners for good

reason, like a Zoom link, you know. There are things you have to keep safe and that may

not be appropriate for public consumption.
Merak reflected on the risk-benefit equation and the tensions that emerged when considering
safety, security, privacy, and permissions within the MDL of an OEPr:

1 guess my desire to have students live, sharing in the open in my course and finding

there was a bit of tension for me in terms of protecting them, or just making sure that they

were feeling safe enough that they were thinking through these things without it just
being stressful was another tension for me.
From these experiences, | suggested that although institutional policy may guide their data

management strategies, it was concern for student safety and security that ultimately shaped the
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communications about safety, security, privacy, and permissions for many of the participants in
this research.

4.3.2 Creativity

Creativity was mentioned by every one of the participants. Further to this, creativity was
modelled by many in their digital artifact productions. Within their conceptions of MDL, there
was evidence of participants’ awareness of the importance of multimodal and intertextual
applications within their teaching practice. MDL were enacted within their own and their
students’ productions and performances when constructing teaching materials or crafting
assignments to showcase learning. For Dorado, creativity meant resisting the use of exemplars in
course materials or assignments and providing less choice since “if you choose something that's
really flexible, you know, then there's more creativity inside of that narrow choice”. 1zar applied
creativity when building resources, supported by the affordances offered in fair dealing, Creative
Commons, and open resources. Izar wondered “if you're thinking about open practices, you
might be thinking about, you know, how can we enable creativity? How can we let people stand
on their own and make choices around what they're learning and how it's represented?” For
most participants, when applying MDL to OEPr, creativity was an emergent quality, tempered by
informed choice.

4.3.2.1 Multimodal

Creativity for many of the participants included accessing, using, and creating within multimodal
digital and media productions that incorporate or apply text, icon, image, audio, video, and
graphic formats. This meant “understanding how to convey messages, through media in different
ways, not just print literacy ... we have to be much more well-rounded” (Aquila). In Perseus’
artifact, there was explicit mention of using open, collaborative environments for idea sharing of
multimodal resources and the acquisition of multimodal composition skills. For Merak, the drive

to engage with multimodal resources emerged from their work in graduate studies where:



118

my curiosity and seeing some of the value in, for example, wanting to present kind of
multimodal papers and wanting to remix images, or add video, or like at the time Prezi
was kind of new at my faculty. I became like the Prezi ambassador, just because I liked
the idea of these kinds of zooming in and out and seeing a visual representation of
research that you could kind of manipulate and play with as you went.
Both Andromeda and Rigel mentioned multimedia as an entry or gateway into learning and
synergistically using “what we need to use in order to learn”. Dorado connected “critical
literacy work that's more print based and multimodal with the digital”, specifically when
“looking at an ad the way you would a picture book, like looking at the colors and the text and
the font, you know, but the video version, or the digital version”. Creativity was elemental in the
facets of multimodal productions, as exemplified in the digital artifacts the participants shared.
Aquila saw creative works, particularly remix, as a core element in their MDL:
I don't have students create essays, I figured by the time they're in my course, they know
how to do essays. So, we always explore media. For example, students reflect and create
multimodal summaries of learning in five minutes for the end of each class.
For Leonis, creative multimodal production with image and video were ubiquitous within their
practice:
But the whole multimodal, being able to share video images online. I mean, really,
everybody's doing that now, right? I mean, isn't that really the ultimate? When you think
about Tik Tok and what's going on there or even Instagram when they brought in the
video. ... I'm doing a project right now ... with a teacher about photography. And it's
actually in a social studies part of the curriculum. We're looking at how culture and
identity are embedded in photographs. So, I'm really interested in the visual part of
digital. But my training is more in multimodality. So I'm always skirting between the

critical and something else.
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Alternatively, Perseus brought a critical lens to the creative use of multimodal learning in
teaching environments, focused on the challenges of video enabled teaching spaces resulting
from COVID pandemic teaching:

The modality that we've been kind of moving around and back and forth from this online

sort of thing isn't a good fit for everyone. And I mean, I can certainly attest to that in my

own home. I know that there are a lot of students for whom an overwhelming sensory
environment is an issue.
Applying a critical lens to multimodal creative production was one facet of MDL within an
OEPr.
4.3.2.2 Production
Creative production, as part of MDL in an OEPr, was not just for the purpose of sharing beyond
a course. Perseus questioned “When students create content that they share openly online (e.g.,
websites, digital artifacts, SM posts, accounts, channels) are their interests as learners served?”
The challenge in creative productions was ensuring authenticity in the process and products — the
content, the conversations, the assignments, and the learning activities — and ensuring these
meaningfully related to a course of study. For Polaris, and echoed by Aquila and Leonis,
multimodal productions “became a real opportunity into building my ability to create using
digital tools, which then became the driving force for further deepening my media and digital
literacies, which became more apparent and necessary as sharing became possible.”

When considering the integration of media productions into a course design or within
assignment submissions, there needs to be explicit instruction of components relevant to MDL
since you “can't just make an assignment that requires students to use technology and say I'm
doing MDL because you're not. You're integrating technology and maybe fairly effectively, but
you're not supporting future teachers in building their digital media literacy” (Polaris). When

crafting multimodal artifacts for assignments, Aquila suggested that production included the
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process and use of “remix, ... getting them to understand that you don’t need to create things
from scratch, that remixes are new creations in and of themselves. And that it's a way of actually
honoring the intellectual property of others.” It was through the active process of creating a
product, using a variety of media, in concert with explicit instruction and critical questioning,
that MDL not only served the needs of participants in this study, but also the students they
served.

4.3.2.3 Performance

Performance was both noun and verb in the MDL of the participants’ lived experiences with
OEPr. For many participants, teaching was an act of performance. When supported with digital
technologies, these performances could be done beyond traditional boundaries of time, place,
space, and audience. In face-to-face teaching environments, performance factors constrain and
contain the acts and actions of the performers, teachers, and educators. Performance for media
and digitally literate teacher educators meant fluidly shifting the practice from a physical stage —
from places like classrooms, lecture halls, or seminar rooms — to digital spaces where media and
design elements set the stage, and the media infused digital creations shared the event.

In the lived experiences of the participants, when creating performances of their teaching
in open, web-enabled and digital spaces, their perfected multimedia productions were shaped by
facets of MDL. In shining a light through these facets, some of the edges of MDL ideologies and
values are reflected. From Lyra’s experiences:

researching, teaching and academic publishing in the open has also reflected my

commitment to the horizon and disrupting the status quo, interrogating practices that are

past their best by date, and ensuring that the underrepresented in the academy ... were

more visible and their voices heard.
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The aspiration to center the voices of marginalized and under-represented populations in openly
shared multimedia productions, was a foundational tenet of OEPr as noted in the experiences of
Andromeda, Aquila, Leonis, Merak, Orion, Perseus, and Sabik. For Sabik, this highlighted the:
social justice side of open education in terms of giving voice to scholars and to
educators, to students, who traditionally don't get to have their voices represented. I think
with truth and reconciliation in Canada, with our move towards decolonization, I think
open education can play a very important role with this.
Izar mentioned creating a “community of voices” to craft learning activities and events in open
spaces in order to “make good use of what you find to develop content and ideas and bring the
outside world in as much as possible”. For Leonis it was seen as a performative opportunity for
“this expression online, with a real authentic audience that, you know, we didn't have before”.
In Merak’s lived experiences the challenge in course design, as the ultimate performative
product, was to “sort of break out of the constraints of crisis, to be able to design in ways that
are truly humanizing and enable connections”. For Lyra, these connections related to their co-
creation with students as part of the performance of teaching and within student-centered
learning design. This was evident in their practice of “co-creating assessment rubrics, we're co-
creating the criteria, the levels of performance, the ways that we describe high quality work”.
Rigel also included performative tasks in their media productions in course designs with OEPr,
since spending
a lot of my career on like, let's get rid of the exam. What are you trying to test with your
test? ... But when it's for performance, it's like that's an ultimate goal. But so many
people's epistemology is based in this idea of what knowledge is, that it's just this banking
model. But I don't want to call it banking model anymore.
When considering the performance at the end of a production process, Vega critically examined

the “investment in time”, their own and that of their students, before making decisions that
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impacted the production side of their OEPr. Merak’s thoughts hint at the importance of this
performativity as a way to take OEPr to a higher level as a teacher educator in order that “our
teacher candidates will be able to see that this is a worthy profession, because here are the
voices that are speaking so authentically about what they're doing in the field”. Thus I noticed
that creative performance was part of the ethos of OEPr and exemplified in the MDL experiences
of the participants in this research.

4.3.3 Criticality

In the process of examining and creating multimodal productions there was a process of
deconstruction when “constructing meaning from graphic artifacts — there is a process of
noticing” (research journal entry). This process involved criticality in media and digital
production, as Leonis suggested, “media literacy is more of critiquing things. [ mean, it is
supposed to be productive. But I don't think it's been all that productive. The digital allows you
to take it into that productive space with a critical perspective.” For Aquila, this was an active
process “in my foundations course, we talk a lot about tackling utopianism, technical
determinism, techno-progressivism, you know, thinking about the different ways that we can
think about technology, but again, always having a deep base of media literacy.” From Merak’s
experiences criticality was an essential and core tenet to their MDL “because any instance in
which we see technology as neutral as not having been socially constructed and not constructing
us, I believe to be problematic”. Dorado wondered, “I guess where the critical part comes, is
partly about the tool, but really more about the content, right? And the kinds of ideas that are in
there.” For participants, this criticality stemmed from both receiving and emitting, or producing
and consuming, digital materials and artifacts. Criticality was applied to digital identity work, for
themselves and their students. Participants shared their intentional and informed decisions about

where to circulate and distribute media and digital productions.
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4.3.3.1 Emirec: Emitter and Receptor

In reflecting on this facet, a bit of background from MDL research was necessary. The notion of
individuals being consumers and producers of media, or a prosumer as Toffler suggested,
involves a fluid application of communicative roles from economic and capitalistic perspectives
(Aparici & Garcia-Martin, 2018). This is represented by the term emirec, whereby individuals
are viewed as both emitter and receptor of media productions (Aparici & Garcia-Marin, 2018;
Hoechsmann, 2019). For participants in this research, this meant making explicit, informed
decisions within their knowledge networks and open educational spaces about where, when, how
and with whom they wished to create, share, and communicate.

When considering MDL in an OEPr experience, there was intentional decision-making
by participants relating to open publication of scholarly works and interactions with students.
These decisions included limiting submissions or providing reviewer support to open access
journals (Lyra, Perseus), to share on specific social media platforms (Leonis, Vega), to engage
with students in open discourse spaces e.g. Discord or Twitter rather than within a closed
learning management system (Andromeda, Aquila, Orion), or strategically using a course
hashtag to send out notices and communications (Andromeda, Izar, Orion). In Dorado’s digital
artifact there was an explicit mention of the critical role of media literacy - “proficient users can
become more critical and can become media makers. I think media literacies has to include
action beyond consumption/viewing” which highlighted the shifting role from consumer to
producer of digital productions. For Leonis there was awareness of “the skills, dispositions and
practices, which enable you to critically read AND create multimodal digital texts. Aquila
emphasized that MDL includes

a huge information literacy fake news piece here because we have to decipher media, we

have to make meaning from, you know, the media that we consume, but at the same time,
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we're not just consumers. We have to be able to critically consume and critically create

new media.
4.3.3.2 Identity
Digital identity was one of the elements of MDL that was mentioned by many of the participants.
Their lived experiences included not only developing their own identities as teacher educators in
open, web-based spaces, but the development of their students’ digital identities as new teaching
professionals. This involved experience making proactive, explicit and intentional decisions
about linguistic identity (Vega), sedimented identities (Leonis) and scholarly identity (Lyra,
Perseus, Vega). Perseus was explicit when sharing identity in their media productions,
specifically their curriculum vitae: “I actually have the little open access symbol on my CV, and 1
put it beside every single publication on my CV; any of them that are open access, I ensure that
that symbol is there.”

Identity work also meant finding your place within the faculty in which you work. For
Perseus this meant “trying to offer something new, trying to kind of leverage my experiences in
my networks to kind of build capacity”. For others, their lived experiences involved facing fears
and accepting the risks of openly sharing professional identities, as exemplified in Andromeda’s
comment: “it's not just about I'm scared to share. It's I'm scared to share because of professional
repercussions, which is very different.” This resonated in the experiences of participants with
bilingual practices, and those working within Indigenous and international contexts. For
Andromeda this included a process of reflective practice, looking back at iterations and
variations in identity work, stating “it took me this whole reflective activity to remember where
this all started, and how my identity formed, it was like I'd forgotten it, but it was there all
along”.

Participants shared MDL related experiences with identity work when teaching their

teacher candidates to reveal their professional identities in open web-based spaces. Consideration
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for “this practice of helping teachers to sort of grow into their digital public persona through,
you know, open writing” was mentioned by Andromeda, Aquila, Orion, Perseus, Polaris, and
Rigel. An understanding that digital identity is fluid and iterative was mentioned by Leonis:
“they're like Cummins’ identity texts, except it is their digital identity texts - this is who I am, this
is what I care about ... but you can shift that, of course, into whatever space you want”
(Cummins & Early, 2010). Identity work also involved conversations and negotiations with
teacher candidates, as exemplified in Andromeda’s comment “many of my students are
international, and they're really frightened of their identities and what they could say online. So,
they share that back with me and we negotiate what things will look like”. Likewise, identity
work with students involved explicit instruction, as indicated by Rigel who referenced the
visitors/residents visualization mapping research by White and Cornu (2017):
1 often do the visitors versus resident’s grid with my students, just so that they can
acknowledge where all of their identities are making footprints and who owns that as a
way of talking about the challenges of technology, which I think like that's this big
elephant in the room that we don't often get to really talk about.
These tensions and challenges were echoed in other participants’ experiences when working to
develop teacher candidates’ digital identities as exemplified by Perseus’ comment:
there's a lot of emergence happening ... with young adults growing into their
professional identities. But there are, I think, really profound intersections that I think
we've got a lot more to learn there, you know. We're asking for openness, but I think we
also recognize that openness for this generation of young professionals comes with some
baggage.
For the participants in this study, digital identity was one of the critical components of MDL in
their OEPr, as they circulated and distributed media and messages within their open, web-based

communication ecosystems.
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4.3.3.3 Circulation

When circulating and distributing openly shared materials, participants critically considered both
visibility and sustainability. This was applied to their own materials and identities, but also the
circulation of student work-product from course content and assignments. Circulating materials
that were identifiable and attached to professional identity involved risk and vulnerabilities, as
well as benefits. For Merak, the risks were evident in their lived experience: “I've never been too
nervous to share a polished piece. But our teaching resources in real time are not always that
polished. And so, it was grappling with, you know, as I say, how to do so openly”.

Sustainability of circulation within web publications was a concern from Polaris’ lived
experiences with an ongoing media and digital project: “I'm hopeful that the project will live
beyond me, and that maybe that's part of the open practices thing is ushering others into
practices so that they can be sustainable and enduring, too”. Sustainability issues emerged from
Perseus’ experiences, but this led to a rethink and recalibration of digital networks and
collaborations since it was:

really sort of in those conversations grounded, situated, you know, like bricolage if you

will, that we start to kind of uncover the nuances of the questions that come up in our

practice, and then when we're with others, we can get through. So, I continue to believe
in that model. ... I started to develop networks with people who are working in digital
literacies across Canada, finding different solutions.

For circulation of student coursework, Leonis identified one challenge since “a lot of my
Students are very hesitant to share openly, even within our, the classroom space, their
assignments, their productions. It makes them feel vulnerable”. Lyra’s experiences, as echoed in
those of Andromeda, Carina, and Polaris, mentioned encouraging students to publicly sharing

their work:
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either through mechanisms I provide in the course, or mechanisms I teach students about
and encourage them to use. You know, so for example, if we're playing around with
Scratch, and you know, the purpose is to give student teachers firsthand experiences with
programming that they can then take into their practice. I encourage them to grab
examples of existing code, published their codes, compare codes, share codes, you know,
share their work at different kinds of events.
Leonis asked students to “critically review global education programs and share their reviews
online as digital flyers, for an audience of educators ... Students share with classmates and are
also encouraged to share on social media”. When circulating student work to wider audiences,
one challenge was the sustainability of this practice, as Leonis indicated:
I would say that most of their things could be found, but they're not in public spaces. But
it is something to think about, I think whether they should be more visible. It's always
hard to organize those things, you know, to think about what is the best way, and where
to put it? Where should it live?
Aquila provided one suggestion for involving students in making critical decisions about
circulating their media productions online:
1 just share examples of what's happened to me, what’s happened to others. And you
know, the reality of sharing online and some of the repercussions that can occur. And
then from that point, they have informed enough consent, I think, to take this on, or not
take it on, and most still do. But I think because they're already doing this elsewhere, as
well. They like to hear the cautions, but at the same time, they're going to continue doing
what they're doing.
In summary, the generated themes from the focus on facets of MDL in the lived
experiences of the participants resulted in a closer reflection on communication, creativity, and

criticality. Communication included an exploration of audience, ethical practice, and data
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management with a focus on safety, security, privacy and permissions. Creativity was evident in

experiences with multimodal media productions and performances as a teacher educator.

Criticality was a factor in the emirec nature of media engagements, in identity work for

themselves and their students, and in nuanced decisions when circulating media productions.

4.4 Crystallizing the findings

By applying the P-IP methodology, I paused to analyze the findings using a whole, part, whole

process. I returned to the crystallization methodology in order to bring clarity to the views that

framed my seeing (Lather, 2006). I remixed the findings into a concept map (see Figure 20) in

Figure 20
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order to make sense of the data gatherings. I understood that the graphic tacitly included
individual cognitive components — what participants know and think — and their actions within
social contexts — what they say and do (Gee, 2015) within their OEPr. I recalled the Cynefin

framework (see glossary item) as I emerged from the chaotic and confusing mix of lived

experiences and stories of MDL that the participants shared throughout the data gathering
moments — the interviews, artifacts, notes, memos, and web-creations.

What emerged and crystallized was a metaphor to describe and focus on the facets found
in the complex inter-relational conception of MDL within an OEPr. I considered the image of a
navigational gyroscope to assist my understanding. For you, the reader, try if you will to envision
MDL within OEPr represented by a navigational gyroscope, spinning on a series of rotating
wheels set on an axis. Perhaps a graphics interchange format visualization will assist this seeing
(see Figure 21).

Now imagine teacher educators are located on the central platform which is a rotating
wheel in the middle of the gyroscope. I positioned this as the inner layer of teacher education
where media and digital literacies influenced TEds’ actions and learning design decisions. |
framed this from the foundational components of critical digital literacy as identified by
Hinrichsen and Coombs (2013) building on the critical literacies identified by Luke (2012).
These components included code breaking, meaning making, using and creating, analyzing, and
developing digital persona. These aspects of digital literacy were also evident in several of the
MDL frameworks examined (see Table 4 in Appendix I). This wheel, representing the faculties
of education in Canada, was positioned as the central platform. This platform spins around an
axle which is attached to an inner wheel called a gimbal. This gimbal floats freely inside a larger
outer wheel, a second gimbal, both nested within a stabilizing frame which is attached to a base.

I envisioned the inner ring, or gimbal of the gyroscope, as holding the components of

MDL that were generated from the data as outlined in the findings. The moving sliders on this
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inner gimbal include the MDL factors of text, audience and production which shaped the focus
of participants’ lived experiences on the components of communication, creativity, and
criticality. These components included underlying elements of ethical practice: an emeric stance
as both emitter and receptor of multimodal productions and performances; data management
with consideration of safety, security, privacy, and permissions; development of persona and
identity; and, circulation. The sliders on this ring point are indicative of the shifts of focus
participants applied when making decisions about factors shaping text, audience and production.
These elements were evident in many MDL frameworks and were represented in the remix of the

Association for Media Literacy media triangle (Association for Media Literacy, 2022) (see

Figure 11).
Figure 21 The outer gimbal of the gyroscope image is
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Gyfroscope Spin axis  from the data and outlined in the findings. The
rame

sliders on this wheel were factors that focus on
access, choice and connections as generated from the

findings. On the wheel itself were the elements
Gimbal Rotor
\ g

found within the participants’ lived experiences with

OEPr including entry, intentionality, language,
Note. Accessed from Wikimedia Commons.

Vieira, L. (2006).

(https://commons.wikimedia.org/wiki/File:3D
Gyroscope.png). Licensed under public

domain. agency and ownership, design, and sharing. Since

relationship, collaboration, knowledge building,

the sliders can rotate around this outer ring, it suggested fluid yet intentional decisional forces
that influence and focus the underlying components.

The final, exterior and outermost ring appeared to be a stabilizing ring because it is
attached to a standing base. I positioned this wheel as representative of the contextual and

cultural environments within which participants’ lived experience are enacted. These included
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the local, provincial, national, and international ecospheres within which the TEds in FoEs enact
their MDL within an OEPr. It was within this exterior ring where the inner rings were in motion.
Although the interior rings were fixed together at pivot points in a semi-structured way, there
was fluid motion of these interior rings. The outermost ring was perceived to provide a
stabilizing influence and anchored the actions of the other rings. Despite the fact that the cultural
and contextual factors represented by this exterior element appear anchored, it should be
recognized that culture and contexts are also potentially in motion, albeit somewhat less
obviously or less rapidly as the interior elements.

Evident from this moving and spinning image was the realization that infusing MDL into
a teaching practice can be challenging, particularly when the subject matter being taught may
already be complex in itself. Infusing MDL elements within an open educational practice
brought additional challenges to the art and science of teaching. This was further complicated for
teacher educators as they attempted to develop a sense of what it meant to be a teacher within the

novice teaching practice of their students, the TCs in the FoE.
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What was not evident within this image of the moving layers of the gyroscope was the
movement along the wheel rim itself where elements of MDL and OEPr were positioned, which
I have represented by the sliders on each inner wheel. What may also be missed was the potential
interplay between the wheels, as indications of the iterative and fluid navigation TEds
experienced when applying MDL into their OEPr. In viewing these multiple layers and potential
moves between layers, I recognized the intentional decision-making about MDL that the
participants made when including or excluding elements within the full scope of their OEPr. This
intentionality was reflective of the multiple complexities participants face in the MDL they apply
as they navigate the nuanced layers of their OEPr.

Although the graphic image may suggest the layered and fluid motion among the
elements found in the lived experiences of the participants, it was through the analysis of the
findings in contrast to frameworks of MDL that deeper understanding emerged. By reflecting on
previous assemblages of MDL frameworks (Belshaw, 2011; DQ Institute, 2021; Hoechsmann &
Poyntz, 2012; Inamorato dos Santos et al., 2016; Martinez-Bravo et al., 2022; MediaSmarts, n.d.;
Redecker, 2017). I looked for commonalities and connections to the facets generated in the
findings (see Table 4). By aligning the elements found in a variety of research frameworks, I
focused on dimensions that consistently appeared between and among the conceptions of MDL
evident in these frameworks. These include communication, connecting, creativity, and
criticality (see Figure 23). These framed the dimensions in the discussion of my findings. The
chart and graphics supported the framing of my seeing (Lather, 2006).

This chapter focused on the lived experiences with MDL of the TEds within their OEPr.
When describing their experiences, participants explored themes of access, choice, and
connections. Access touched on issues of entry, intentionality, and language. Choice revealed
decisions when the participants shared, designed, and enhanced agency within media and digital

teaching and learning activities. Connections revealed concerns with trust and power dynamics
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within OEPr in teacher education. Within their MDL, participants described communication
considerations, creativity, and criticality within their teaching practices and the learning designs
shared with students. Communication elements in the MDL of participants touched on audience,
ethics, and data management specifically safety, security, privacy, and permissions with student
data in an OEPr. Creativity was revealed through multimodal and intertextual, media infused
productions that shared learning content and assessments created with media and digital tools.
Productions and performance for the participants became focused on voice and co-creation.
Criticality was revealed through both creating and sharing, identity work, and in circulation and
distribution practices. In the next chapter these OEPr and MDL elements will be discussed in my
quest for understanding of the lived experiences with MDL in the OEPr of TEds in Canadian
FoE.

Figure 23

Summary of Dimensions of MDL in OEPr
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Note. Compiled and remixed from research findings.
Published under CC BY license (DeWaard, 2023).
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Chapter S: Discussion

In this chapter I review the findings to explore the complexities of MDL within OEPr reflected in
the participants’ lived experiences as TEds. I make sense of these lived experiences within the
broader field of media and digital literacy, and teacher education. In this section of the
dissertation I move through liminal space, sifting through what is known and unknown, while
this discussion becomes clearer as I write. In this way, I generate “knowledge that is partial and
prismatic. Knowledge that admits its failures and opens up new ways of thinking” (Cannon,
2018, p. 572).

In order to stay true to the P-IP approach and the crystallization methodologies that are
foundational to this research, I offer this discussion as a kaleidoscope of ideas — both noesis
(mode of experiencing) and noema (what is experienced) (Rosenberger & Verbeek, 2015). I
remix from MDL frameworks that include the individual cognitive components (what
participants know and think) and their actions within their social contexts (what they say and do)
(Gee, 2015) from an OEPr perspective. I explore where data gatherings from the lived
experiences, interviews, observations, and media productions stand proxy for the MDL within
the participants’ offerings (Rocha, 2015). Through these crystallizing moments and with the
findings in mind, I reflexively open myself to possibilities as I turn to wonder (Rocha, 2015;
Vagle, 2018).

I appreciate that the intertwined concepts of media literacy and digital literacy are
recognized in literature as complex concepts (Martinez-Bravo et al., 2022; Nichols &
Stornaiuolo, 2019; Stordy, 2015). The extent to which global efforts attempt to bring media
literacy and digital literacy into focus is evident in documents such as the Common Framework
for Digital Literacy, Skills and Readiness (DQ Institute, n.d.) and the Media and information

literacy Country analysis (UNESCO, 2013). Although media literacy and digital literacy are
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more frequently seen as separate and distinct concepts, it is through a process of combination
that I attempt to clarify my thinking (see Figure 22). I attempt to elucidate but not minimize the
complexity of teaching and learning with MDL within an OEPr as a TEd, which may be as
challenging and complex to understand as the inner workings and systems of practice responsible
for sending the Hubble telescope into space. Thus, I focus on individual dimensions of MDL and
OEPr as generated by the participants and identified in the findings.

I revisit the research question in order to frame the findings: What lived experiences of
media and digital literacies are evident in the open educational practices of teacher educators in
faculties of education in Canada? I re-examine the concept map created from the findings,
seeking to consolidate my understanding (see Figure 20). I analyze the navigational gyroscope
graphic created from the findings (see Figure 22) and closely examine the layers and facets of the
complex lived experiences of the participants with MDL within an OEPr in their roles as TEds in
FoE in Canada. I consider how the arbitrary delimiting boundary of selecting participants from
within the geographic boundaries of the country of Canada offers little in terms of commonalities
of experiences since it was applied to conveniently contain the scope of the research. Because of
the dissimilarities in governance and funding structures of education in Canada, there may little
in the lived experiences of the participants that can be drawn from the research that speaks to the
Canadian-ness of the experiences. Perhaps future research could focus on making this type of
comparison, seeking out similarities and differences within lived experiences of TEds in FoE in
other global contexts.

I attempt to break out of the siloed thinking that exists in the fields of teacher education,
media studies, digital literacies, communication and information literacies, and critical literacies
(Leaning, 2019) to allow synergies to emerge. I create and revise a table where I compare and
contrast assemblages of MDL frameworks (see Table 4 in Appendix I). The map, the graphic and

the table are analytic forms of ‘dispositio’, arrangements resulting from my “careful
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consideration of how component pieces should come together in a composition, both narratively
and logically” (Hoechsmann in MacKenzie et al., 2022, p. 295). These analytic arrangements are
representative assemblages of the participants’ MDL in their OEPr.

I share these crystallizations of media, specifically sketchnotes and concept maps, in
order to make sense of the lived experiences of the participants in this research. My P-IP
approach recognizes the impermanence and imperfection in these offerings. I acknowledge that
this writing and the graphic renderings are dependent on language and that semiotics may shift
meanings. The words I chose to use to represent the ‘thing’ called MDL in the participants’
OEPr may fail me. MDL and OEPr understandings depend on language where I as author, and
you the reader, rely on code breaking and meaning-making to understand the nuanced and tacit
scripts presented in these multimodal formats.

From these diverse formats (see Figure 16, Figure 17; see Table 4) my focus turns toward
identifying terms from within the findings that are more likely to be referenced within
frameworks describing MDL. Despite my intentional focus on FoE in Canada, I critically
selected both media and digital literacies frameworks that are representative of Canadian and
global perspectives, providing a range of dimensions and factors relevant to this research. Two of
the selected frameworks are compilations and distillations of numerous international frameworks
(Martinez-Bravo, 2022; DQ website, n.d.) with the DQ framework identified as being
comprehensive (Park et al., 2020). From a comparison of these frameworks, specific facets of
MDL emerge as being more likely to be associated with teaching practices, particularly within an
OEPr. Although these are not the only possible terms to explore, the ones I have selected as the
dimensions on which to focus this discussion include the terms communication, creativity,
connection, and criticality. As I examine these elements in this discussion, I reconnect to the

research literature and reflect on the participants’ lived experiences as enacted within the
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autonomous and ideological conceptions of literacies, acknowledging MDL as cognitive and
socially-contextual practices (Stordy, 2015; Street, 2003).

5.1 Dimension One: Communicating

“The digital isn’t magic. It isn’t mysterious. It’s regular human communication astride a new
medium. Let me say that again: It’s regular human communication astride a new medium.
There’s no need to make it more than it is.” (Morris, 2017, paragraph 25)

From a media and digital literacy perspective, communication is both purpose and product. As
well as appearing in the findings of this research, the concept of communication is evident in
each of the eight MDL frameworks selected for examination in this discussion (see Table 4).
What becomes clear, through the stories of the participants and the artifacts they created, is that
the ubiquity of digital applications may not appear to be magical to the participants, their use of
digital communications have rendered the magical into the realm of being ordinary.

The quote by Morris (2017) echoes back to Marshall McLuhan's (1964) phrase that the
‘medium is the message’. This ubiquitous nature of technologies to create communications
reflects the lived experiences and stories from the participants, exemplified in the words of one
participant who suggests that media frames the message and that the digital is the mechanism
through which messages are created and shared. The medium — the digital format — shapes the
messages that are communicated and exerts influence over how the message is constructed and
shared. This reflects the importance of communication as an essential element of human
interactions and relationships. The use of digital technologies may be a newer medium and
mechanism for communicational endeavours, yet the participants in this research are able to
draw on skills, fluencies, competencies, and literacies already in place within their teaching
practices to build and maintain relationships with others in their world through the digital
communicational tools they choose to use, within the limitations of the digital devices available

to them. In their lived experiences the participants select and apply digital technologies to
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communicate and build relationships, primarily with their students as audience, but also within

multiple contexts, through the technologies they use. The technology becomes ubiquitous to their

communicational practice as a TEd. This is particularly important given the dramatic shifts in
how teaching and learning is conducted in light of the COVID-19 pandemic. For the participants
in this research, the digital is not magic, it is the way they do their work of teaching and learning.

The media and digital tools and devices participants use to communicate with specific audiences

— their students, colleagues, networks, or openly with the world — did not necessary shift as a

result of the pandemic, but gain prominence in their lived experiences as a result of shifts to

online teaching and learning precipitated by the pandemic.

5.1.1 From the frameworks

Communication is identified in the frameworks I examine for this discussion (see Table 4).

e Hoechsmann and Poyntz (2012) see communication as one of the seven essential ‘Cs’ of
contemporary practices (p. 149), including media production (p. 110) and networked
thinking, particularly in light of instant messaging options, as part of communication
competencies (p. 160.

e MediaSmarts Canada identifies the key concept that media are constructions so
communication includes reading media and understanding media representation as forms of
expression and negotiated meaning within digital media experiences (McAleese & Brisson-
Boivin, 2022).

e UNESCO (2013) defines communication as a process whereby an informational message is
packaged, channeled and shared between a sender and a receiver through a medium. Further
an media and information literate individual displays competence in “communicating
information, media content and knowledge in an ethical, legal, and effective manner, using

appropriate channels and tools” (UNESCO, 2013, p. 135).
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e Belshaw (2011) suggests the communicative element is pivotal in the eight digital literacies
identified in his research, with a focus on not only production but on the deconstruction of
media messages by using the difference between “LOLcats” (p. 210) and essay writing as an
example.

e Martinez-Bravo et al., (2022) categorize communication under the social dimension in their
analysis of digital literacies found in 21 century competency frameworks. These authors
posit that a “sense of belonging to a global community, the multicultural vision, participation
in networks and communication in the digital ecosystem constitute the starting point” (p. 6)
to the “development of an awareness and values connected with social and civic
responsibility in a globalized world” (p. 11).

e DigCompEDU places the focus of communication within the realm of facilitating learners’
digital competence by incorporating “learning activities, assignments and assessments which
require learners to effectively and responsibly use digital technologies for communication,
collaboration and civic participation” (Redecker, 2017, p. 23).

e The DQ global standards place a focus on online digital communication and collaboration, as
well as public and mass communication. Identified as the eighth of twelve future-ready skills,
communication subskills include presentation skills, written communication, collaboration
and teamwork, active listening, self-control, and storytelling (D.Q. website, n.d.).

Communication and education, and thus teacher education, are explicitly tied together.

Teacher educators understand that their abilities to communicate clearly and effectively impacts

how lessons are learned or how students engage with learning opportunities. I connect this

observation to the research literature relating to media literacy and educommunication. I pay

attention to the notion that “an educational act is viewed as a communicational act, and a

communicational act is an educational act” (Barbas, 2020, p. 74) and that education is primarily
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a communicational endeavour (Chiappe et al., 2020). Bringing an educommunicational
perspective into focus in teacher education, such as that done through the communicative work
of the TEds in this research, may hold promise within a future-focused, MDL focused, open
education focused learning environment with teacher candidates. The concept of
educommunication may provide a path forward in the pursuit of MDL in OEPr in teacher
education.

As evident in the stories shared by the participants, and evident in the frameworks,
communication creates the primary purpose for media and digital literacies for both construction,
deconstruction, production and dissemination of information, not only for their pedagogical
practice with students, but in all their open educational endeavours. Research by Young and
Nichols (2017) suggests that “diversification of communication within teaching and learning
practice gives students more choice and opportunity to interact with both their peers and teaching
staff” (p. 345). As outlined in the DQ framework, this includes presentation skills, written
communication, collaboration and teamwork, active listening, self-control, and storytelling. For
example, Andromeda, Aquila, Izar, Lyra, Orion, Perseus, and Polaris engage learners in writing
and presenting course tasks using blogging as a means of communication. Vega engages learners
in active listening in the use of podcasts as a means for communication. Leonis and Rigel
integrate video and image production into their communication strategies with students.
Although the participants share stories about on media productions using digital technologies, I
notice that their communication hinges on decisions within both digital and analog domains.
Continual negotiations between/among distribution of communications through public, private
and controlled digital spaces is required. This is echoed in Cronin’s research into OEPr (2017)
and Hoechsmann and Poyntz’s (2012) considerations of media literacy practices. This leads me
to examine two dimensions of communication — as a human right for a common good and human

beings as storytellers.



142

5.1.2 Communication as a human right for a common good

Belshaw (2011) suggests communication as a nuts-and-bolts element of digital literacies, one of
the eight essential digital literacies identified in his research, although also recognizing that
digital literacies “are transient: they change over time, may involve using different tools or
developing different habits of mind ... They can be scaffolded and developed but to do so
involves more than training, it involves education” (p. 204, emphasis in the original). Belshaw
(2011) draws on research to bring to mind a linkage to media and digital literacies where
communication is a basic human right within a growing and sustainable democracy. Many
participants spoke of their belief of their role in education to extend learning as a common good.

As noted in the findings, communication skills and fluencies using web-based tools are
foundational to the participants’ open teaching practices. This is evident through their lived
experiences in self-directed learning and self-driven explorations of digital communicational
technologies to enhance their teaching, and their students’ learning experiences, for example,
Vega’s push to learn how to create podcasts for their course during the pandemic as a means of
communicating course content. The communication strategies applied by the participants include
the use of technologies that take a turn toward oral traditions (Belshaw, 2011) as well as
increasingly visual forms of text production to communicate in multiple formats. Participants
mention their active use of video and audio communications to supplement and enhance text-
based messages for coursework to ensure student understanding.

As also noted in the findings, the participants grapple with the ethical use, creation, and
communication of media produced with digital technologies, but more worrisome for a few of
the participants are those media productions by technologies which are occurring with the advent
of increasingly capable artificial intelligence software (see glossary) options (Borenstein &
Howard, 2021; Chen et al., 2020; Gibbs, 2022), particularly with the ChatGPT (see glossary)

form of artificial intelligence writing software, bringing this to the forefront in current
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educational contexts (Contact North, 2023). A shift in OEPr and MDL will potentially emerge as
the application of block-chain technologies (see glossary) impact educational practices as
mentioned by ER. These technological changes require additional skills, fluencies and
competencies to further inform TEds” MDL as they push toward OEPr as a communicational
mechanism as a human right for a common good.
5.1.3 Humans are storytellers
Teachers and teacher educators are storytellers at heart. Stories communicate. The participants in
this research share their stories of MDL and OEPr with a focus on purpose and audience for the
creation of the storied messages produced for teaching and learning. These sites of storying are
evident in the findings. Here I make a connection to Thornburg's (2004) writings about
primordial metaphors and campfires in cyberspace since there is
a sacred quality to teaching as storytelling, and this activity took place in sacred places,
typically around the fire or under a tree. The focal point of the flame, the sounds of the
night, all provide backdrop to the storyteller who shares wisdom with students who, in
their turn, become storytellers to the next generation. In this manner, culture replicates

itself through the DNA of myth (paragraph 8).

Although traditional campfires are replaced by the glow from computer screens, the metaphor is
no less compelling for todays communicational purposes. Thornburg talks about spaces like the
campfire, the watering hole, and the cave as sites where communications occur. I suggest adding
the stage as an additional site, whereby the internet and open publications become ‘staged’
productions of perfected communications worthy of larger audiences. Merak makes reference to
this in their lived experience; not wanting to share productions in the open unless they were
perfected. This brings communicational purpose to these sites of endeavour for the participants

in this research.
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The campfire becomes Zoom rooms with breakout rooms, where conversations focus on
topics relating to course content or opened dialogues. The watering hole becomes the back-room
chat spaces created for one-off conversations as students and TEds sustain their learning with
fluid dialogues, such as Aquila’s use of Discord. The cave becomes a blog, website or shared
document space for reflection about teaching practice. The stage becomes the sites where
multimedia productions share stories and ideas, and learning events are showcased in digital
spaces such as Twitter, Instagram or Facebook. Each of these metaphoric spaces require that the
participants in this research make intentional choices, paying strategic attention to the intended
audience for the communications, and the specific choice of digital tools. Participants in this
research, through their shared stories, model their MDL in action for communicational purposes.

Although it may be self-evident that communication is one of the key elements to MDL
and OEPr, the participants in this research continually navigate o and through communicational
sites, spaces, strategies, and identities. They make strategic decisions as they attempt to answer
questions such as Will [ share?; Why will I share?; With whom should I share?; Where will 1
share?; Is this good enough to share?; or How might sharing impact my digital persona?; as
echoed in the comments by Merak and revealed in the research by (Cronin, 2017).

5.2 Dimension Two: Creativity

Creativity is just connecting things. When you ask creative people how they did

something, they feel a little guilty because they didn’t really do it, they just saw

something. It seemed obvious to them after a while. That’s because they were able to

connect experiences they 've had and synthesize new things. Steve Jobs (n.d.)

Defining creativity within a media and digital literacy framework requires a shift in focus from
previously established dual foci which include capital C creativity, describing uniqueness or
originality in transformative performances and productions, and lowercase C creativity

concerning the value, usefulness or quality of novel solutions to relevant problems (Henriksen &
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Mishra, 2015; Schmidt, 2010). Creativity within MDL requires cognitive arrays of “intellectual,
cultural, and aesthetic interests” (Hinriksen & Mishra, 2015, p. 7) involving media and digital
contexts and topics that are grounded in social and environmental contexts

From the research findings, I notice that creativity within the MDL of the TEd
participants emerges from a creatively flexible and technologically fluent mindset (Henriksen &

Cain, 2020), supported within an abundant personal and professional “micro-culture” (Henriksen

& Mishra, 2015, p. 36). This creatively flexible and technologically fluent mindset is grounded

in disciplinary knowledge, technological knowledge, an experimental disposition with

technologies, and a “willingness to push students to consider and re-consider what they know”

(Henriksen & Cain, 2020, p. 177). This mindset and micro-culture is evident in the findings and

includes a willingness to imitate and remake media (Hobbs & Friesem, 2019), as shared by

Dorado, Leonis, Orion and Vega; remix messages with diverse digital technologies as Polaris did

in the digital artifact; and, integrating design thinking into technological applications within their

OEPr as shared by Andromeda, Orion and Perseus.

5.2.1 From the frameworks

Creativity is evident in most of the frameworks I explore for this discussion (see Table 4).

e Hoechsmann and Poyntz (2012) identify creativity as one of the seven Cs, where reworking
materials and applications is a key competence and that “creative practices are a powerful
means for students to explore their emotional investments in the media” (p. 117).

e Although creativity is not explicitly mentioned in the MediaSmarts Canada digital media
competencies, it could be encompassed under media representation, and making and
remixing (McAleese & Brisson-Boivin, 2022).

e UNESCO (2013) identifies a media and information literate person as one who is able to

“create/produce new information, media content or knowledge for a specific purpose in an
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innovative, ethical and creative manner” (p. 127) with ten specific performance criteria
included within this element.

e Belshaw (2011) identifies creativity as the sixth of eight digital literacy elements with
connection to ‘learning how to learn” which involves risk-taking to redefine learning for both
teachers and students.

e Martinez-Bravo et al., (2022) identify creativity as one of the elements within the cognitive
dimension and relates this to cognitive processes as well as the production of creative
artifacts which build knowledge through meaningful learning.

e DigCompEDU identifies creativity as one of the digital competencies and places it within the
area of problem solving, content creation, and empowering learners where educators model
and encourage the creative and critical use of digital technologies, fostering creative digital
expressions. Creativity is also mentioned in the areas of learner engagement, self-regulated
learning, and reflective practice (Redecker, 2017).

e Creativity is identified as one of the three levels that impact the eight areas of digital life in
the DQ global standards and allows for problem solving within knowledge construction and
content building with technologies (DQ website, n.d.).

From the research, the key elements relating to creativity within MDL frameworks include

problem solving, content creation, innovative applications of technologies for artifact production,

and engagement within a reflective practice.

Engaging students in digital media productions is suggested in the research as an
effective strategy for developing MDL. As participants revealed in the design of their course
work and evident in their OEPr, they actively engage in creative “praxis, error, analysis, and
solutions, to which experience can be added ... the keys to greater empowerment” (Sadnchez-

Lopez et al., 2021, p. 112). For the participants and the TCs they teach, their “media-based
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narrative creation represents an opportunity to establish nodes between concepts, relational
understanding, and the meaningful reconstruction of discourse and its appropriation” (Sanchez-
Lopez et al., 2021, p. 112).

This creative multimodal and intertextual production and performance is echoed in the
field of media education. Hoechsmann and Poyntz (2017) argue that “students need to engage
with issues of production, language, representation, and audiences to address how meaning
operates in the electronic media” (p. 7). Likewise, the UNESCO (2013) global media and
information literacy assessment framework identifies that the literate person is able to
“create/produce new information, media content or knowledge for a specific purpose in an
innovative, ethical and creative manner” (p. 127) and “become independent, critical and
reflective thinkers as well as effective, creative knowledge workers” (p. 36). MDL are evident in
the shared stories by the participants of this research when remix and problem solving become
creative acts. For example, Dorado’s lived experiences with students creating assignments on
global and urban perspectives in education using Padlet technology, Merak’s story about
students creating critical analysis of technologies, and students with Andromeda, Izar, Orion,
Palaris, and Perseus’ lived experiences when creating digital portfolios.

5.2.2 Remix as a creative act

Belshaw (2011) contends that in digital environments, creativity is a necessary
component of literacy, and proposes reproduction and remix as creative acts. This is echoed by
Hoechsmann (2019) who suggests that the “spark of originality, creativity and ‘authorship’ lies
in the yoking together of already existing elements, often with some further innovation or
addition” (p. 95). Collier (2018) adds the notion of ‘relocalization’ to creative and productive
practice where local contexts and ecologies become spaces for remix to occur. Belshaw (2011)
posits that creativity in digital literacies is “about doing new things in new ways. It is about using

technologies to perform tasks and achieve things that were previously either impossible or out-
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of-reach of the average person” (p. 212). From the findings, one example that specifically points
to this remix creativity in action is the story of Aquila’s student who created a pair of moccasins
for their coursework and posted the experience of this production to the course blog site (link
withheld to protect anonymity). An additional example is Carina’s work with TCs and students
in local schools to remix within coding and computational thinking opportunities in a special
project to design and program a robot to navigate on the moon.

In the dimensions of digital literacy outlined by Martinez-Bravo (2022) et al., the
cognitive dimension includes the element of creativity under the “cognitive processes of
analysis, comparison, inference, interpretation, evaluation, creativity, and production” (p. 6).
This includes the production of creative artifacts using digital tools for the purpose of meaningful
learning and knowledge building (Martinez-Bravo et al., 2022). From the findings, I notice how
the participants’ lived experiences with course design, particularly during the pandemic,
showcases the creative engagement with students through collaborative and creative remixing of
learning activities using a variety of digital tools and strategies (see Appendix G).

5.2.3 Problem solving as a creative act

From the DQ global standards, creativity is a central element found in many of the
components as part of an individual or organizational digital quotient. Creativity involves
“problem-solving through the creation of new knowledge, technologies, and content” (DQ
website, n.d.). From the DQ chart, I notice that creativity includes content creation and
computational literacy. As revealed in the findings, the lived experiences of Carina and Merak
included the element of computational thinking, but this was not mentioned by other participants.
As research by Brassard et al., (2021) suggests, this creative component of MDL is not highly
prevalent in teacher education.

Although problem solving as a creative act may be a fuzzy concept to define, it is

connected to the ability to adapt, improve, and innovate (Henriksen & Cain, 2020; Henriksen &
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Mishra, 2015). Findings from research by Henriksen and Mishra (2015) suggests that teachers
who actively cultivate a creative mindset in their teaching practices transfer these creative
tendencies from outside open avocations and interests into their teaching practices. This is
evident in the findings where participants bring interests from their OEPr into their course
designs, such as connections with the UNESCO sustainability goals (CICAN, 2020), and
opening their learning spaces to external experts and interested participants which shapes their
own and their students” MDL.
5.3 Dimension Three: Connecting

Except I have always sought to dismantle the screen, or to see through it. Because

critical pedagogy, or critical digital pedagogy, is a humanising pedagogy—seeking the

human behind the screen (Morris, 2020).
As Morris (2020) suggests, humanizing teaching and learning practices by engaging through the
screen rather than 7o the screen is essential for educators in order to make human connections
within digitally enabled teaching and learning spaces. From the findings, the participants actively
model the use of MDL to bring humanizing qualities into their teaching within their OEPr. I
reconsider the findings and the research to explore the participants’ connections as both process
and product — noesis (mode of experiencing) and noema (what is experienced) (Rosenberger &
Verbeek, 2015) — through a lens of humanizing teaching and learning through their computer
screens. Although connections can be both cognitive and social in nature, this discussion focuses
primarily on the social connections that participants experience in their OEPr that require or
apply MDL.

As revealed in the findings, the participants’ lived experiences and artifacts share their
stories of how they foster relationships, seek opportunities for connections, and build on the
learning of others in humanizing ways. This is exemplified for example by Aquila’s story of one

student’s experience of creating moccasins. It is also evident in Vega’s description of
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unconditional hospitality as being attuned and deeply listening to others, being reciprocal,

sharing accessibly, understanding the barriers preventing connections, and by avoiding inflicting

harm on others. Vega’s comments of unconditional hospitality echo my own experiences and

conceptions of intentionally equitable hospitality (Bali et al., 2019) for video enabled dialogues

within open and shared conference conversations, as arranged and presented by the grassroots

organization Virtually Connecting, where media-making processes and products focus on equity

of connections.

5.3.1 From the frameworks

Connecting is referenced in most of the frameworks I explore for this discussion (see Table 4).

Hoechsmann and Poyntz (2012) see connecting as essential “thinking or actions that produce
meaningful connection with significance for those participating in the network™ (p. 160) and
connecting between “different problems and with drawing conclusions across seemingly
different discourses and practices” (p. 147).

Connecting is not explicitly mentioned in the MediaSmarts Canada framework (McAleese &
Brisson-Boivin, 2022).

UNESCO (2013) considers individual cognition where connections are made when retrieving
and restating information and media content, as well as the physical computer hardware
connectivity via the internet which enables people to take advantage of crowdsourcing
with/for information.

Belshaw (2011) identifies connecting as an element that supports the eight digital literacies
and draws on the theory of connectivism (Siemens, 2018) to suggest that digital
environments enable and enhance analog connections within a participatory practice.

In their examination of international digital literacy frameworks, Martinez-Bravo et al.,

(2022) identify connecting as a dimension within the operational dimension with links to the
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use of digital tools to real-world purposes, but also within the social dimension in how people
form hybrid identities to connect and exchange “needs, motivations, solve problems or to
create new products/ideas” (p. 6).

e DigCompEDU focuses on how educators connect the wealth of materials, resources, and
content through a process of using, modifying, and sharing in order to benefit student
learning. This framework suggests that educators can then apply these connections to student
learning when “exploring a topic, experimenting with different options or solutions,
understanding connections, coming up with creative solutions or creating an artefact and
reflecting on it” (Redecker, 2017, p. 22).

e The DQ global standards do not have explicit links to conceptions of connectivity but
connecting could be implicitly related to collaboration and teamwork, active listening,
analytic thinking, and systems analysis within the twelve future-readiness skills this
framework identifies as compiled from international literature and reports (DQ website, n.d.).

In efforts to connect to the person/people on the other side of the screen, the participants’
experiences reveal levels and degrees of connectedness within their professional and teaching
networks (Lucier, 2012), their participation in communities of practice particularly around OEPr

(Wenger-Trayner & Wenger-Trayner, 2015), and building relationships within a

personal/professional learning networks (Oddone, 2019; Tour, 2017). Participants’ stories

mention how they design courses and connections with a focus on equity, care, and social justice

(Bali & Zamora, 2022) and an awareness of elements of design for resistance (Wallis & Rocha,

2022). Teacher agency is briefly examined as a factor in the participants’ efforts toward

connecting within their teaching and learning and their OEPr. Each of these will be explored in

relation to connections within the findings.
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Thestrup and Gislev (Mackenzie et al., 2022) suggest that acting globally and feeling
connected requires a mindset found on the playground or in the makerspace (see glossary), and
where the internet connects people and places. Such playful mindsets include “experimental,
non-linear, immediate and multimodal digital literacy practices” linking MDL processes and
products within “content, tools of learning, contexts, peers, levels of challenge, time and place”
(Tour, 2017, p. 15). This playful ethos is evident in the participants’ stories of MDL within their
OEPr as they uncover connections from/to texts, self, and the world within nuanced and multiple
layers of engagement, and maintain a focus on their students as the primary audience. Their
MDL processes and productions connect participants to national and global networks within
physical and digital spaces, for example Rigel’s connections to #FemEdTech (see glossary) or
Lyra’s connections to the Canadian Association for Teacher Education and Open/Technology in
Education, Society, and Scholarship Association (see glossary). Connecting through
organizations and hashtags, as mentioned in the participants’ lived experiences, supports and
develops MDL through the process of seeking, making, and maintaining connections, but also
through purposeful collaborations on productions and research. For example, Andromeda and
Izar’s connection to GO-GN (see glossary), and Leonis’ connections to global contexts through
research and video productions to support courses they teach. The participants’ stories suggest a
playful and open mindset in their relationship with technology in order to see ‘through’ rather
than ‘with’ or ‘in’ technological hardware and software. Participants divulge how they become
explorers of technologies to discover the functions of the tools through which they can connect
with others and provide enriching learning opportunities. For some of the participants this
includes self-reflective practices that occur through blogging and/or social media connections.
5.3.2 Connectedness in community
Lucier (2012) describes levels and degrees of connectedness that include lurker, novice, insider,

colleague, collaborator, friend, and confidant. In the findings, there appears to be an acceptance
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of these degrees of connectedness in participants’ OEPr, particularly when the sharing of media
productions impacts their degree of connectedness to their current physical context. For example,
Merak’s feelings of being a novice in creating and sharing coding activities for/with their TCs
and AT’s feelings of confidence when connecting with collaborators for the teaching of video
production. For Izar these degrees of connectedness include the connections to media and
technologies through which people-centered connections occur, particularly those which
encourage networks of openness by “taking aspects of closed communities and making those
visible in some way” (Izar). Andromeda, Aquila, Lyra and Vega mention how they encourage
students to shift beyond lurking by reaching out to connect to researchers in their fields of study
as a novice or insider. For Andromeda and Izar their participation in the GO-GN network
establishes stronger degrees of connectedness with feelings of community being expressed in
their lived experiences within the field of open education research. Carina, Lyra, Merak and
Orion mention being connected as collaborators and confidants within professional networks
such as the Canadian Association for Teacher Education. Participants reveal how MDL
productions influence and support their teaching and scholarly work through an active and
reciprocal personal/professional learning networks (Tour, 2017) in a “linking, stretching, or
amplifying” manner (Oddone, 2019, p. 309). The participants’ “playful, fluid and multimodal
practices allowed making choices in terms of what digital spaces to use, what communities to
join, and what resources to explore” (Tour, 2017, p. 15).

Connections include communities of practice (Wenger-Trayner & Wenger-Trayner,
2015) such as the GO-GN network which focuses on research in open education (About GO-GN,
n.d.). Wenger-Trayner and Wenger-Trayner (2015) describe characteristics of communities of
practice that include problem solving, requests for information, seeking out experience, reusing

assets, coordination and synergy, growing confidence, discussions of new developments,
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initiating new projects, identifying gaps, and visiting. These qualities are evident in the lived
experiences of Andromeda and Izar as shared in their open MDL productions (blog posts).

Differing from communities of practice, networked teaching and learning through/with
connections (Lohnes Watulak et al., 2018; Mirra, 2019; Mirra & Garcia, 2020) is reflective of
Gee’s (2017) description of an affinity space (see glossary) since it provides flexible and fluid
structures to engage with others through a computer screen. Affinity spaces, according to Gee
(2017), include participants’ common interests where anyone can contribute, hold a distinction
between individual and community knowledge, include flexible ways for interactions to involve
external sources of ideas, holds tacit knowledge as commonly accepted, embraces varying forms
of participation, where status is achieved through a variety of contributions, and roles include
both helper and teacher (Gee, 2015). Although participants in this research describe
involvements in some form of community of practice and connected networks relating to
teaching and learning, those involved in GO-GN (Andromeda and Izar) and Open/Technology in
Education, Society, and Scholarship Association (Andromeda, Izar, Lyra, Orion, and Rigel)
specifically focus efforts on enhancing and designing their OEPr and apply MDL processes and
productions to building connections and relationships through their computer screens (GO-GN,
n.d.).

As a result of the COVID-19 pandemic, communities of practice and personal/
professional learning network activities occur predominantly through computer enabled media
and digital communications. Connecting through the screen is fraught with power dynamics and
concerns of accessibility, as Lyra describes in their lived experiences in one community of
practice when requesting a transition from in-person to digitally enabled planning meetings.
Participants describe approaches to their OEPr in course designs, course elements, and
throughout the design process, to develop relationships, structure opportunities for connections,

and build on the learning of others in humanizing ways that include sharing, reuse, and remix of
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materials and methods to communicate with students and peers, done through active and
sometimes playful engagements in communities of practice and through networked learning
(Bozkurt et al., 2019; Brown et al., 2022; Couros & Hildebrandt, 2016; Mirra, 2019;
Nascimbeni, 2018; Roberts, 2022).

5.3.3 Connecting with equity, care, and social justice

Participants in this research share stories of focusing on equity, care, and social justice in their
OEPr. This transformational work is where participants’ connective skills and fluencies come to
“live, learn, and work in an interconnected digital world, enriched by collaboration with others
locally and globally” (Martinez-Bravo et al., 2022, p. 6). UNESCO (2013) recognizes the
importance of teachers as knowledge gatekeepers who play a crucial role in connecting society,
institutions, and individuals, and the importance of tools, resources and competencies in MIL to
“guide, teach and train future workers and agents of change” (p. 48) as essential for change-
making to occur. Feelings of agency are a component of this crucial role played by teachers and
teacher educators, particularly in the process and production of MDL in an OEPr.

Although a deeper exploration of theories and concepts relating to the term ‘agency’ may
be fruitful grounds for further research, as suggested by Biesta et al. (2015) the notion of teacher
agency in this research focuses primarily on how the participants’ agency as TEds impacts the
building and maintaining of connections. For this research, agency is defined narrowly as a
“quality of the engagement of actors with temporal-relational contexts-for-action, not a quality
of the actors themselves” (Biesta et al., 2015, p. 626). Agency foregrounds the concept of
literacies as a visible and social process (Belshaw, 2011) and results from “the interplay of
individual efforts, available resources, and contextual and structural factors as they come
together in particular and ... unique situations” (Biesta et al., 2015, p. 626).

For this dimension of the discussion, the thinking from Arendt provides a lens through

which I can focus on agency within the participants’ lived experiences with MDL and OEPr in
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how they may “feel empowered to act in public and what spaces and norms must exist for people
to engage, alongside others, in the world” (Mihailidis et al., 2021, p. 5). As suggested by Bali
and Caines (2018), when considering the participants’ agency in their MDL processes and
productions, I recognize differences in their “sense of self-efficacy, confidence, belief in their
own agency, and willingness to take ownership, whether this is based on personality, past
experience of marginality or power, or intersectional identity” (p 7). From the findings I notice
that participants’ feelings of agency in relation to MDL are shaped by their connectedness, and
their belief that connections are transformative, particularly when equity, care, and social justice
are at the forefront when fostering relationships, collaborating, and building on the learning of
others. For example, Leonis’ stories of video production reveals how feelings of agency grew
while developing their MDL through collaborations with others experienced in YouTube and
video creation. Leonis describes a sense of self-efficacy (Bandura, 2012) and confidence, and
belief in the transformational power of video production, since these videos focus on TCs and
students from marginalized communities. This in turn enhances relationships through the sharing
of stories of struggle, building on the learning of those knowledgeable collaborators.

I notice that participants in this research consider connections within their OEPr
strategically, with a focus on equity within a social justice framework (Bali & Zamora, 2022;
Lambert, 2018), modelling this ethos both implicitly and explicitly. Lambert identifies three
principles of social justice applicable to an OEPr — redistributive justice, recognitive justice, and
representational justice. Redistributive justice focuses on the availability of free educational
resources to ensure affordability and access to course materials (Lambert, 2018), something that
is evident for example in Andromeda, Aquila and Rigel’s experiences creating open course
materials. Recognitive justice focuses on the inclusion of curriculum materials, assignments, and
feedback processes that are representative of marginalized and diverse viewpoints and

experiences (Lambert, 2018), which is explicitly evident in the experiences of Andromeda,
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Aquila, Leonis, Orion, Polaris, Perseus, Rigel, and Sabik. Representational justice focuses on
self-determination, co-construction, and facilitation so that silenced or marginalized voices and
minority viewpoints are grounded within course design processes and production (Lambert,
2018). This is exemplified in the lived experiences of Andromeda, Aquila, Lyra, Polaris, and
Sabik as shared in their interview stories. Lambert’s redefinition of OEPr includes the
“development of free digitally enabled learning materials and experiences primarily by and for
the benefit and empowerment of nonprivileged learners who may be underrepresented in
education systems or marginalised in their global context” (Lambert, 2018, p. 14). What
crystallizes within the findings in this research is how the participants, as TEds who shape the
learning experiences of their TCs, provide media production opportunities for marginalised
voices to emerge and for silenced voices to gain confidence through facilitation and co-
construction as ways and means of connecting these stories through the screen to community
and/or global issues and struggles.

Participants, particularly Aquila, Dorado, Leonis, Perseus, Sabik and Vega, seek and find
ways to share and collaborate openly with considerations toward equity, diversity, and inclusion
(Inamorato dos Santos, 2019). This includes an awareness of the potential for connections and
course designs to be inclusive, equitable, and diverse, particularly in how technologies,
autonomy, purpose, skills, social supports, and learning materials enable or constrain
marginalized populations (Lambert, 2019). Participants in this research recognize and
acknowledge the barriers they face such as their need for time, pedagogical and technical
supports, and their own pace for professional learning (Inamorato dos Santos, 2019). This is
echoed in Sabik’s experiences with equity and care in course work through the co-design of the
course syllabus with a focus on decolonizing strategies.

Participants mention how they attend to the issues of care and equity, as suggested by

Bali and Zamora (2022), where the notion of unconditional hospitality or intentionally equitable
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hospitality address issues of care and forefront how connections are designed within a course.
Conversations occur with a variety of media and digital productions as seen in the findings.
Participants describe how they facilitate from a position of caring without devolving to
“paternalistic knowledge of how participants wish to be seen and heard, but one that focuses on
resisting power dynamics that suppress agency of those furthest from justice, yet opening a
hospitable space for each participant to join and participate on their own terms” (Bali & Zamora,
2022, p. 9). Pluim and Hunter (2022) highlight the importance of embedding an ethos of care
that is bidirectional and includes mindfulness practices since there is now “a greater pull to
design a learning environment that anticipates our students’ social and emotional needs” (p.
301). This reaffirms the words of bell hooks that to “teach in a manner that respects and cares for
the souls of our students is essential if we are to provide the necessary conditions where learning
can most deeply and intimately begin” (hooks, 1994, p. 13). This highlights the critical
importance participants place on creating space for media productions and media-making
processes that model, critique, and exemplify an OEPr that is equitable, caring and socially just.
An element that connects to socially just educational practices and teaching for
resistance, particularly those within an OEPr, emerges from the notion of epistemic justice as
outlined by Wallis and Rocha (2022). These authors draw on Jos¢ Medina’s conceptual
framework of epistemic injustice to identify learning design choices and group activities with a
focus on testimony, epistemic virtue, epistemic vice, epistemic friction, meta-insensitivity and
meta-lucidity. Although this may be worthy of deeper reflection, a brief glance illuminates how
being socially connecting with others in meaningful ways can enhance equity, care, and socially
just practices in teaching and learning. This is echoed in Santo's (2013) notions of critical
participatory cultures grounded in ‘hacker literacies’ which are often viewed as counter-cultural
and apply resistive approaches when acquiring MDL. Opportunities include building individual

expertise, guiding learners in turn-taking, emphasizing factual feedback, and evaluating the
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learning process (Wallis & Rocha, 2022). Learning activities such as social annotations that
include critical commentary, explanatory notes or personal meanings (Danesi, 2000) such as
jigsaw, think-pair-share, and challenge cycles are suggested as strategies to design for epistemic
justice through beneficial epistemic friction (Wallis & Rocha, 2022).

One final component relevant to this dimension with a focus on connections is
Mihailidis’ et al., (2021) exploration into social justice aspects that outline three core
assumptions for media literacy: “media literacy creates knowledgeable individuals, empowers
communities, and encourages democratic participation” (Mihailidis et al., 2021, p. 1). Mihailidis
et al,. (2021) suggest the

“collective power of the community that’s most important for media literacy practices to
thrive” — building a community of practice within and between faculties of education in
order to dismantle power structures within siloed systems and critique capitalist
competitions between sites. A focus on connecting and building community is hampered
by literacy practices which promote “democratic participation but assumes Western

Eurocentric approaches and largely ignores the structural inequities perpetuated”

(Mihailidis et al, 2021, p. 9).

This speaks to a turn toward MDL practices that follow an educommunication approach,
which may offer an alternative pathway for connections and MDL productions within equitable,
caring and socially just OEPr.

5.4 Dimension Four: Criticality
“Critical thinking requires us to use our imagination, seeing things from perspectives other
than our own and envisioning the likely consequences of our position.” bell hooks
Drawing on the dimension of social justice from the previous section, the critical dimension of
MDL is illuminated through this quote by bell hooks. I notice that MDL takes an intentional shift

in critical and imaginary thinking when teaching with an infusion of MDL within an OEPr for
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the TEds’ in this research. Criticality not only problematizes their use of technologies when

applying MDL into teaching and learning, but is also foundational when problem-solving as new

technologies are integrated into educational contexts within teacher education. This is suggested
by Martinez-Bravo et al., (2022) when emphasizing criticality in digital literacy since it

“constitutes a great commitment to the construction of significant ecosystems and the

development of an awareness and values connected with social and civic responsibility in a

globalized world” (p. 11). The findings in this research support this conception of a social and

civic responsibility as exhibited by the participants, particularly when MDL is applied within
their OEPr. This occurs through a critical examination of identity, the reception and emitting of
media and digital productions, and the participants’ decision-making about the circulation of
learning artifacts. In this research criticality is evident as both cognitive and social dimensions of

MDL and is defined as the practice of critique through close and careful examination and

questioning of objects, actions, or ideas of decisive importance (OED Online, 2022).

5.4.1 From the frameworks

Criticality is embedded in each the frameworks I explore for this discussion (see Table 4).

e Hoechsmann and Poyntz (2012) mention criticality in media literacy as being essential for
“critical engagement with mediated cultures ... to engage with the technologies, literacies,
and everyday cultural practices that can foster economic participation and social inclusion”
(pg. 201).

e MediaSmarts Canada uses the terms finding and verifying in a process of evaluation,
authentication, and critiquing sources of information garnered from the internet (McAleese &

Brisson-Boivin, 2022).
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e UNESCO (2013) includes the element of criticality within the definition of MIL whereby
citizens “access, retrieve, understand, evaluate and use ... media content in all formats, using
various tools, in a critical, ethical, and effective way...” (p 29).

e Belshaw (2011) identifies critical as one of the eight digital literacies, tying it closely to civic
literacy, and examines semiotic domains for evidence of exclusion, underlying power
structures, and assumptions embedded in literacy practices.

e In their examination of international digital literacy frameworks, Martinez-Bravo et al.,
(2022) identify criticality as a prominent dimension with implications “when faced with
diverse situations, cultivating social and civic responsibility, as well as developing the
judgment to assess and make effective decisions in the face of risks, and to develop attitudes
of self-control, autonomy, and flexibility” (p. 5).

e DigCompEDU places the focus of criticality on fostering learners’ digital problem solving,
reflecting on teaching strategies that foster learners’ competencies with technology, and the
critical evaluation of credible and reliable sources of information (Redecker, 2017).

e The DQ global standards place critical thinking as one of twelve future-readiness skills
connected to cyber security, digital empathy, digital footprint management, MIL, and privacy
management (DQ website, n.d.).

Criticality focuses on the participants’ careful, collaborative, and informed critique of
technologies, structures, and participation. For the participants in this research criticality
explicitly includes examinations of their own practice, and that of organizational decision-
makers. From their lived experiences I notice when participants mention intentional actions to
counter techno-deterministic educational technology sector narratives, particularly the notion of
knowledge scarcity (Stewart, 2015a) and how they resist attentional economies with its focus on

clicks and time on task. Participants shared their intentional decisions to oppose the academic
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surveillance of students (Kuhn & Raffaghelli, 2022) and how they combat the market logics of
referencing students as consumers (Mirra et al., 2018). Dimensions that emerge from the findings
and discussed here include criticality in the selection of tools, technologies, spaces, and places
for MDL within an OEPr, critical examinations of boundaries relating to identity and power
structures (Koseoglu, 2017; Stewart, 2021), criticality in data literacies and algorithmic bias
(Nichols et al., 2021; Raffaghelli & Stewart, 2020), and a critical focus on intentionality applied
to human«technology«—world relationships (Ihde, 2015; Kallinikos, 2002).
5.4.2 Criticality in the selection of tools, technologies, spaces, and places
Careful and reasoned examinations of software and hardware for pedagogical applications for
use in FoE are not usually conducted by faculty but rather by technology support staff or
purchasing agents. For many participants in this research, their OEPr includes criticality through
self-reflection and examination of platform technologies for “predictive logics and commercial
interests ... which can work against their pedagogical values and commitments” (Nichols et al.,
2021, p. 348). Platforms are defined as both infrastructures upon which applications are
constructed and operated, as well as the “online networks that facilitate economic and social
exchanges” (Nichols et al., 2021, p. 345). For participants in this research, their MDL within
their OEPr includes a critical examination of platforms, tools and technologies not just for
technical construction or socio-economic dimensions (Nichols et al., 2021) but also for
pedagogical applications. Criticality of tools and technologies is evident in Rigel’s questions
about platform capitalism and Perseus’ comments of technological architectures that embed
market logics to perpetuate attentional economies. For Izar and Orion this criticality includes
decisions relating to tools and technologies for the curation and aggregation of student work with
a view toward technological agnosticism.

Implicit in the findings of participants’ lived experiences with platforms and technologies

are critical approaches that examine hereditary concepts of MDL that spotlight the integrations
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of users, technologies, and content into educational contexts and distributed within “technical
infrastructures and socio-economic relations” (Nichols & Stornaiuolo, 2019, p. 14). Conncting to
Nichols and Stornaiuolo’s (2019) research into digital literacies, I notice that Andromeda and
Rigel question the impact and efficacy of integrating social media into course designs, Dorado
and Leonis examine the synchronous or asynchronous delivery of content and connections in
light of pandemic teaching and learning structures, Polaris questions the purpose of video
captured lectures as a barrier to engagement, and Carina and Perseus critically analyze the use of
video-conferencing for classes and seminars.

Participants in this research share their critical approaches to analyzing spaces and places
for learning engagement. Nichols et al. (2021) suggested that criticality in MDL is helpful in
identifying and analyzing digital practices, in order to contribute to a “wider repertoire of tactics
for mapping, critiquing, and transforming digital ecosystems” (p. 345) that has implications for
teaching and practice. For Andromeda, Aquila, Perseus, Polaris, and Rigel this means explicitly
teaching students to identify invasive forms of digital and media ownership and governance that
infiltrate and underpin the technologies being used in the education sector (Nichols &
Stornaiuolo, 2019).

Criticality involves the creation of spaces for building knowledge that is grounded in the
labour of marginalized communities; interrogating where people in positions of power
inadvertently or intentionally erase the knowledge work created, as suggested by Collier and
Lohnes-Watulak (Mackenzie et al., 2021). This is of particular importance to Canadian TEds in
FoE in light of efforts to address and respond to issues identified in the Truth and Reconciliation
Commission’s Calls to Action (The Truth and Reconciliation Commission, 2015). Opportunities
to remix content and produce multimedia elements in courses in the FoE offers students a
creative way to show what they know, thus “troubling the traditional definitions of academic

authorship and knowledge ... these new forms could validate understandings rooted in
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communities of colour, indigenous communities, and queer communities” (MacKenzie et al.,
2022, p. 310). Opportunities for marginalized populations to share their stories as modelled in
FoE, can shape the way TEds and TCs address concerns relating to access, equity, indigeneity,
diversity, and marginalization. This echoes how criticality is applied to expressions of social
imaginaries, described as the shared collections of artefacts, images and sounds constituting the
representational milieu within which individuals give and receive communicated knowledge
(Wallis & Rocha, 2022).

For the TEds in this research, this approach to criticality includes questioning and
examining the tools, technologies, spaces, and places where teaching and learning occur, not
only for their own courses, but also within the K-12 schools into which their TCs deploy. This is
evident in Perseus’ experiences with critical approaches to the video-enabled teaching spaces
resulting from COVID pandemic teaching, Leonis’ efforts to engage marginalized Muslim-
Canadians’ voices in video storytelling, and Aquila’s critical views of the learning management
system (see glossary) when sharing experiences of students communications since the learning
management system “discussion forum is a place where ideas go to die”.

5.4.3 Criticality in examining boundaries

Since “space without boundaries is not space, it is a chaotic void, and in such a place no learning
is likely to occur” (Koseoglu, 2017), the research findings exemplify the lived experiences of the
participants’ teaching and learning environments that can best be described as being bounded yet
open (Palmer, 2017). Boundaries are created through the participants’ critical use of digital tools
such as the learning management system (see glossary), free and open software (see glossary),
and open/closed proprietary educational technologies. One example relates to Orion’s lived
experiences and efforts to consistently create learning spaces outside of the learning management

systems that most higher education environments use for student online learning. This bounded,
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yet open, description of learning spaces is also exemplified in Aquila’s use of Discord as the
primary learning space for students in their courses.

Efforts by the TEds in this research to apply an intentional and critical lens to materials,
processes, and technologies for teaching and learning can be clouded by a veil of protectionism. I
notice how the participants’ stories reveal how they work within, yet push against the tensions
between protection and permissions, as exemplified by Merak’s comments of the feelings of
stress between their desire for students to share openly versus their need to ensure student safety.
Participants in this research provide shared examples of how they negotiate with themselves and
their students when making intentional decisions to share teaching and learning transparently and
openly with each other, but also when considering intentional choices to share with wider
audiences, as exemplified in Andromeda and Lyra’s open Pressbook (see glossary) publication
created by students in their courses. This critical approach also recognizes the ongoing efforts
participants make to break down barriers and confront ongoing issues that occur while infusing
MDL into their OEPr. For example, Perseus states a commitment to push boundaries for
scholarly works with a commitment to only publish in open access journals which exemplifies a
recognition and awareness of the needs of opening boundaries to a broader audience. Sabik
mentions a commitment to push boundaries of decolonization and amplifying marginalized
voices, which exemplifies an MDL focusing on access and entry. Andromeda relates a
commitment to designing options for open learning spaces within their course designs which
exemplifies a stance toward knowledge building and sharing.

Criticality is also evident in the findings in how participants examine, impose, and push
through boundaries as they construct and share their digital identity and in how they make
decisions about circulating and sharing their own or student media productions and learning
artifacts (Veletsianos & Stewart, 2016). Boundaries for the participants involve how, where,

what, and when they disclose academic and personal information that shapes their identities
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(Belshaw, 2011; Cronin, 2017; Veletsianos & Stewart, 2016). Critical approaches for disclosure
are selective and intentional, and are dependent on the networks or communities in which they
are participating (Veletsianos & Stewart, 2016).

Although I prefer the term digital persona (Hinrichsen & Coombs, 2013) to describe an
individual’s digital presence, participants in this research share stories of their strategic decisions
to cross boundaries or stretch the boundaries within which their digital persona is shared. This
includes specific approaches for the use of singular or multiple avatar images, both realistic and
figurative, to shape their complex digital personas, thus applying flexible, multiple, and nuanced
representations of self in digital spaces (Hildebrandt & Couros, 2016; Hinrichsen & Coombs,
2013; Veletsianos & Stewart, 2016).

The teacher educators in this research apply their media skills and fluencies to the
production and creation of digital avatars, voices, and multimodal renderings of who they are
becoming as teacher educators, scholars, and open education practitioners. This is seen for
example in the images, audio recordings, and web curation work done by Vega or the web
curated materials by Polaris, shared openly as part of their course content collections which are
critically shaped and created to support student learning. The boundaries for transitional and
evolving digital persona link to the notion of "being" and "becoming" as identified by Gee
(2017), emphasizing this state of impermanence of digital personas. In this research becoming an
open educator or becoming media and digitally literate shifts toward the liminality of these
persona, whereby participant TEds are continually becoming by crossing personal and
professional boundaries, both self-drawn and organizationally expected. Tur et al., (2020) posit
that this process occurs through boundary crossing as a right-of-passage involving doing
(experiences), sense making (knowledge) and identities (being) that are transformative,

troublesome, and liminal.
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Nascimbeni and Burgos (2016) suggest that an open educator aims to work “through an
open online identity and relies on online social networking to enrich and implement his/her
work, understanding that collaboration bears a responsibility towards the work of others” (p. 4).
Beyond creating and communicating digital versions of themselves and course materials, the
participants set boundaries in their personal and professional communications within intra- and
inter- professional networks while they web-together learning opportunities for their students and
themselves in ongoing and dynamic ways (Mentis et al., 2016; Veletsianos & Stewart, 2016).
The integration of internet publication for circulating and sharing learning activities through
blogging or other social media tools is sometimes integrated into course work for students, which
in turn requires the participants themselves to model how to open boundaries safely and ethically
when communicating to an unknown audience using multimedia productions. For example,
Perseus ponders how to pay close attention and scaffold reflective, critical, open participation in
order to discover boundaries between personal/professional and home/school for self and
students. Critical media awareness is modelled through text selection, use of space on the ‘page’,
integration of accessibility standards, use of non-text-based elements such as icons or images, an
increasing awareness of Creative Commons licensing, and the application of a publication status
ranging from private, unlisted, or publicly accessible communications, as explored in teacher
education by Paskevicius (2021). In this way, the participants indicate how they model efforts to
critically analyse and push through organizational structures that close boundaries and negate
student voice. Several participants mention having critical conversations with students about the
safe and ethical circulation of media productions, particularly when issues arise.

5.4.4 Criticality in datafication
Data literacies and datafication are not new to education. Historically, data collection and
analysis at the school or system level focus on attendance and behavioural data (Selwyn, 2023).

Teachers focus on the collection and curation of information and data in efforts to learn more
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about their students in order to plan their teaching and target student learning needs. Data
collection at the educator level is in part a way to build relationships, by getting to know and
understand details about students’ lives and interests, but also to examine, analyze, visualize and
profile student progress and skill development (Selwyn, 2023). In considering the definition of
algorithms as systematic, step-by-step methods of solving a certain kind of problem or of
representing a procedure (Danesi, 2002), teachers and teacher educators tacitly understand how
algorithms apply to teaching practices. For example, consider how teachers deconstruct learning
into component parts to ensure a logical scaffold from one skill to the next, particularly for
complex learning tasks. Data literacies in the hands of individual educators such as the
participants in this research, focus on datification in service of the needs of students, as
exemplified by Izar’s question “who does it serve?”

Current education systems at the organizational level are now driven by the perceived
need for collecting ‘big-data’, yet using algorithmic logic and opaque and discriminatory
practices can result from datafication (Stewart & Lyons, 2021). Systems that turn socio-cultural
learning into “quantifiable, extractable data” through the “proliferation of platform logics”
(Nichols et al., 2021, p. 346) potentially turning teaching and learning activities into
opportunities for surveillance and data extraction (Nichols & Stornaiuolo, 2019; Pangrazio &
Selwyn, 2019). A critical literacy for educators is found within this need to turn toward
“particular technical and economic substrates at work in digital platforms” (Nichols et al., 2021,
p. 347). Thus, critical examination of datafication should be considered, in light of the push to
“centralize user-data, erode expectations for privacy, and expand state and corporate mechanisms
for raced and classed surveillance” (Nichols et al., 2021, p. 346). This critical perspective is
evident in the participants’ lived experiences. For example, in Rigel’s connection to data
footprints and who owns the information students generate, in Perseus’ comments on the risks

and rewards when using educational technology systems, and in Aquila’s lived experiences in
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questioning how Indigenous knowledge that belongs to the community can be shared within anti-
capitalistic notions of knowledge acquisition.

Criticality in datafication is suggested by Selwyn et al., (2022) as a starting point for
teacher inquiry and professional judgement. This is echoed in the current push for educators, and
thus TEds, to put data literacies at the forefront of their teaching practice (Raffeghelli, 2022;
Raffeghelli & Stewart, 2020; Stewart & Lyons, 2021). Participants share feelings of
responsibility when designing learning activities for students that encourage or expose them
predatory media production tools. Awareness of issues relating to privacy and data extraction is
evident in the interview responses, focusing more on technical considerations “relevant to read,
manage, process and visualize data, and interact with algorithms” (Raffaghelli, 2022, p. 82).
There is some suggestion that participants are moving toward proactive practices with data
literacies that include students in the conversations relating to their data usage (Atenas et al.,
2021; Raffaghelli, 2022) since there is a need for “criticality of pedagogical praxis in the face of
automation and Al in teaching” (Gallagher et al., 2021, p. 427). Shifting the students’ role from
passive participant in the hidden curriculum surrounding data extraction (Selwyn et al., 2023) is
evident in Orion’s question of who owns student data, or in Izar’s questions about TCs taking
pictures in a classroom with a cell phone and knowing where those images may be stored.

Criticality in MDL within an OEPr includes pushing toward opening datafication
mechanisms to model transparency, particularly when learning management system or research
publications are located within black boxed (see glossary) or paywalled (see glossary) locations.
Participants mention this initiative within their OEPr in order to present learning to audiences
beyond the confines of their course. They reflect in their lived experiences of additional
challenges, particularly with data management, when course work is shared within open and
public knowledge spaces such as the OER-Commons or Wikipedia, as a way to mobilize

learning for the greater good of world knowledge. Participants report a process of continual



170

negotiation and critical intentionality; considering their own and their students’ safety, security,
privacy, and permissions.

5.5 Crystallizing the Discussion

Media and digital literacies reside in the intentionality between human and world, shifting how
humans interact through technologies with/in the world, impacting how they read the word and
read the world (Freire, 2018/1970). The presence or absence of skills, fluencies, competencies
and literacies with media-based technologies and digital/electronic devices will impact
communications, creativity, connections and criticality when building and maintaining
relationships and intentions emerging from human«<technology<«>world interactions (Ihde,
2015). In this discussion, the dimensions selected shine light on the participants’ shared stories of
struggles with knowing enough and finding time to learn more, about technology integrations
that would benefit their MDL within their OEPr with/for their students in order to collaborate
and co-construct learning. This struggle was particularly evident in Andromeda, Lyra, and
Orion’s interviews.

Through this discussion, I make sense of these lived experiences within the broader fields
of media and digital literacy, open education, and teacher education. What emerges is a story of
MDL relevant to communication, creativity, connecting, and criticality. Although I juxtapose
and merge ideas to shape my understanding, I recognize that this discussion is a liminal space,
shifting through and between what is known and unknown as evidenced in the findings,
becoming as it is written. In this way I generate “knowledge that is partial and prismatic.
Knowledge that admits its failures and opens up new ways of thinking” (Cannon, 2018, p. 572).

As I crystallize the findings of this research in this discussion I focus through the
dimensions evident within the participants’ ethos and stories. I revisit the entangled conceptions
of MDL as remixed within this research. I expose the confusion emerging between the

conceptions of media and digital skills, fluencies, competencies and literacies (see Figure 10)
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and examine understandings of what is encompassed in the notion of teaching practice (see
Figure 2). As I crystallize conceptions, what becomes clear is the complex and sometimes

chaotic assemblages gathered from this exploration.
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Chapter 6: Conclusion

“By instructing students how to learn, unlearn, and relearn, a powerful new dimension can be

added to education” (Toffler, 1970, p. 211).

Toffler reminds me of the substantial impact of change in our current and modern times,
particularly in the field of teacher education. If those who are teaching others to teach reading,
writing, and a multitude of other skills, fluencies, competencies and literacies are not prepared to
unlearn and relearn, teacher education will fail future generations. It is through communicating,
connecting, creating, and critically analyzing the process, products, and presentations of our
teaching practices as teacher educators, and through striving to ‘become’ media and digitally
literate within open educational contexts, that the field of teacher education can honour our past
and move into the future.

At the end of this dissertation process and production, I am reminded that I have engaged
in the heteroglossia (diverse voices within creative constructions), polyphony (unison of multiple
elements including media constructions), and dialogism (dialogue required for change to occur)
(Hoechsmann, 2019) that are embedded within, and has shaped the construction of this research.
The diverse voices and creative constructions, as artifacts of this research, are symbolic and
evidential elements of MDL in the lived experiences of the participants, captured within and
capturing a moment in time. It is through closer examination of the polyphony of elements of the
media constructions — the interview recordings, transcripts, word cloud collection, media
artifacts, and coding iterations - that a unifying harmony emerges. I consider this dissertation as
an opportunity for ongoing and open disputatio and dialogism to occur (Hoeschmann in
Mackenzie et al., 2023).

Bakhtin's (1981) notion of "unfinalisability" reminds me that the research results, as well

as the lived experiences of the participants, are entities in transition, changed and changing
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through this process of writing, feedback, and active reflection. It is through communication,
connection, creativity and criticality that this transitional and liminal work continues to evolve.
Although the path is set for this concluding section of this dissertation, it is up to you, the
reader, to determine your way through this chapter. In the next section I share summaries of the
information that I have already shared, in an effort to refocus and crystallize this dissertation. I
then share some contributions this dissertation makes to the fields of media and digital literacies,
open educational practice, teacher education, and qualitative studies in education. This is
followed by implications and limitations of this research, and concludes with some
recommendations and final thoughts.
6.1 Chapter summaries

In Chapter one I introduce the dissertation topic and an overview of this research inquiry.
This introductory chapter identifies the significance of the research, the rationale for the research
questions, my positionality as a researcher within the context of teacher education and the fields
of media and digital literacy. It outlines the alternative dissertation format I take to present this
post-intentional phenomenological study of teacher educators’ lived experiences with media and
digital literacies in their open educational practices.

In Chapter two I present the literature review, which begins with theoretical frameworks
underpinning this research. I explore the theories of socio-constructivism, connectivism and
pragmatism. I bring a focus on phenomenology to describe and differentiate between
transcendental, interpretive, and post-intentional phenomenology. I then share conceptual
frameworks for teacher education, open education, and literacies. For the broader field of
education, I narrow my focus to examine the concept of education from a teacher educators’
perspective. From the broader field of open education, I identify and explore the concept of open
educational practices with a focus on teaching and learning in higher educational contexts. I

share current and historical conceptions of literacies with a focus on media and digital literacies.
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I conclude this chapter with an attempt to untangle concepts surrounding skills, fluencies,
competencies and literacies in the field of media and digital education as it applies to teacher
educators.

Chapter 3 contains the research design for this doctoral inquiry. I present the
methodological design components relating to post-intentional phenomenology and introduce the
application of a crystallization methodology to my research. I then identify methods for
gathering data, the research phases and timelines, identify the participant selection process and
methods to ensure anonymity, the interview design and process, and the coding and analysis
process. This chapter concludes with my considerations for validity and specific ethical research
practices.

Chapter 4 presents the research findings. I reiterate the research question in order to
position the findings within the framework for this doctoral inquiry. I describe my data analysis
process as a diamond in the rough. I outline the facets revealed from the data for this study:
becoming a teacher educator, open educational practices, and media and digital literacies. I begin
with origin stories of becoming a teacher educator. Facets included in the OEPr section of the
findings include access, choice, and connections. Facets identified in the media and digital
literacies section include communication, creativity, and criticality. I conclude this chapter with
some crystallizing thoughts about the findings.

In Chapter 5, I present the discussion of the findings within four dimensions of media and
digital literacies, with explicit connections to MDL research frameworks that shape the OEPr of
the participants in this research. Dimension one identifies elements of communication, with a
focus on communication as a human right for a common good and on human beings as
storytellers by nature. Dimension two focuses on creativity with remix and problem solving
identified as creative acts. Dimension three examines connecting with communities with a focus

on equity, care, and social justice. Dimension four explores criticality within the selection of
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tools, technologies, spaces, and places, as well as a critical examination of boundaries and
criticality in datafication. The chapter concludes with a crystallization of the discussion.

Chapter 6 concludes this dissertation document with contributions, implications,
limitations, and final thoughts. This chapter begins with a summary of the thesis. In the
reflections I identify why this study is significant not only as a contribution to research in teacher
education, but also as the impetus for teacher educators to infuse media and digital literacies and
open educational practices into their work with teacher candidates. It offers insights into the
ways in which teacher educators can shift their educational practices in communication,
creativity, connectedness, and criticality beyond the physical and temporal constraints imposed
by faculty of education processes. Implications and recommendations for further research are
presented.

6.2 Contributions

As part of the P-IP methodological process, this critical reflection provides some insight into
possible and potential contributions of this research, using criterial judgements identified by
Scott (2014). Tracy and Hinrichs (2017) share eight criteria for qualitative quality which include
elements relating to the implications and limitations of educational research. These include
whether the research focuses on a worthy research topic, incorporates rich rigor, reveals an ethos
of sincerity, demonstrates credibility, resonance, significant contribution, ethics, and meaningful
coherence. Although it would be of value to explore each of these, I will limit my concluding
thoughts to specific criteria for qualitative quality found in this research. In examining
implications relating to this doctoral inquiry, I will touch on how this dissertation is a worthy
topic since it has relevance, timeliness, significance, and interest to the field of study. The
credibility of this research is characterized by explication of tacit knowledge, crystallization, and
member reflections. Resonance relates to how audiences of the research may be moved by

evocative representations and transferrable findings (Scott, 2014; Tracy & Hinrichs, 2017).
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Since all “judgements about educational matters are inferential” (Scott, 2014, p. 503), the

judgements identifying contributions of my research are inferred. Dimensions to use when

assessing the internal and external worth of research in education include epistemic,

technological, capacity development, and value to economic contributions (Scott, 2014). I
crystallize elements of the criteria identified by Scott (2014) (see Figure 24) to the following
areas of focus - my contribution to the study of media and digital literacies in education, the

application of inquiry into the teaching and scholarship of teacher educators in Canadian

contexts, and the value of MDL research into open educational practices.

Figure 24
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6.2.1 Contribution to the study of media and digital literacies

This dissertation research makes an original contribution to knowledge in the field of
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skills, fluencies, competencies and literacies (see Figure 10) supports the shifting conceptions of

what being literate means in current educational contexts and adds to conceptual clarity. The
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spirals toward literacy that I illuminate in this research may bring some bearing to the ongoing
calls for literacies in multiple and varied fields of endeavour within education and beyond.

This research contributes to knowledge about media and digital literacy research by
examining the lived experiences of how TEds infuse MDL into their teaching practice. Just as
McLuhan’s tetrad proposes, and evidenced in the lived experiences of the participants in this
research, with every medium and message for media production within their OEPr, there is not
only enhancement and retrieval, there is also reversal and obsolescence (McLuhan & McLuhan,
1992). Knowing and recognizing where and how this tetradracic process occurs can add
criticality to the endeavours TEds make when teaching with an MDL focus.

This research confirms what (Buckingham, 2020) suggests - that media in education is
shaped by “purposeful, critical use ... of communication” (p. 115). This is less about learning
technical skills and fluencies, and more about deeper awareness of critical aspects of media —
“media language, representation, production, and audience” (Buckingham, 2020, p. 58).

6.2.2 Contribution to the study of teacher education

Teaching in teacher education is a complex task (Livingston, 2017). Through this
research I recognize and emphasize this complexity in the art and science of teaching (see Figure
2, see Figure 3). Teaching encompasses diverse factors relating to design, content, assessment,
sociality, technology, community, and cognition. Elements and dispositions include patience,
compassion, tenacity, character, pleasure, learning, authority, ethics, order, and imagination
(Banner & Cannon, 2017/1997). By considering these factors as being relevant to the lived
experiences of TEds in Canadian FoE contributes to the value that should be considered in the
profession.

With the creation of the gyroscopic image (see Figure 22) comes a second contribution to
the study of teacher education. This complex navigational aid can be applied to the management

of the ever-shifting terrain of teacher education. Through this remixed image, focusing on the
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infusion of MDL into an OEPr, I contribute to the technological dimension of specificity and
salience (Scott, 2014). Specificity is evident in the key elements that emerge from the
participants’ efforts to communicate, connect, create and become a critical emitter and receptor
of media and digital processes and productions in their work as teacher educators. Salience is the
noticing of information that is notable (Scott, 2014). This is evident in the gyroscopic
navigational image where I place the teacher educator in the center of the image, surrounded by
the moving parts representing their MDL within an OEPr. In this way, the centrality of teacher
educators in this research is recognized.

Although the main focus of this research is grounded in the work of teacher educators,
this work can support the infusion of MDL into other areas of study in teacher education or
broader higher education contexts. For example, one extension of this doctoral inquiry is
exemplified by my supporting work with students in the application of e-portfolios into the
faculty of education with a focus on introducing and building MDL into the lived experiences of
students and faculty.

This doctoral inquiry and resulting research contribute to explorations into the complex
and diverse practices of teacher educators, thus modelling how MDL practices are not divided
“according to binary oppositions, but instead moves fluidly between the ethical and the personal;
the objective and the subjective; the creative and the critical. Practices spread across digital
contexts and include social, cultural and political elements” (Pangrazio, 2016, p. 168).

6.2.3 Contribution to the study of MDL in OEPr

This research adds to global conversations and the growing body of scholarship in the
study of open educational practices (OEPr) by focusing on facets of understanding about MDL
as revealed through the lived experiences of TEds (see Figure 22). This research contends that
MDL within an OEPr is not contingent on the use or application of OER, as mentioned in

research (Cronin, 2018; O’Neill, 2021; Paskevicius, 2018) but on mediations and negotiations
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within education focused communication, creativity, connections, and criticality, as revealed in
stories of the participating TEds’ teaching practices. From within these contested, situated, and
contextual spaces, this dissertation research contributes to the growing awareness of how an open
mindset in teacher education is not solely focused on overcoming ‘know-how’ in order to resolve
technical obstacles, but in resolving to view teaching practices differently to support how
learning can be achieved (Couros, 2006). The participants in this research continually negotiate
and make critical decisions when dialing-it-up or dialing down (see Figure 8) their open
educational practices, with awareness of media or digital engagements, as they design and work
with students in their learning contexts. Similar to the findings of Paskevicius (2018), this
research contributes insights into how the TEds who participated in this research infuse MDL
into their OEPr; inviting learners to communicate, connect, create, and critically analyze process,
products, and presentations within their learning practices. The participants come from diverse
backgrounds in teaching and teacher education, with many holding years of experience as K-12
educators. These lived experiences with MDL are grounded in pedagogical and cognitive
practices within the field of education in higher education contexts, but with deeply held
connections to K-12 education. The collective expertise of the participants is not directly or
explicitly tied to any field of study relating to media studies, media education, digital
technologies, or open education.

The MDL within the participants’ OEPr support the findings of (Cronin, 2017),
Paskevicius (2018), and Oddone (2019). Cronin (2017) identifies four elements of open
educational practices including balancing privacy and openness, developing digital literacies,
valuing social learning, and challenging traditional teaching roles and expectations. Paskevicius’
(2018) research identifies three categories of openness, which can be seen as sites where MDL
contributes to OEPr, in explorations of open resources, engagements with open design tools and

techniques, and open publications that engage in reflection, peer-review and contributions to
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knowledge building. Similar to Paskevicius’ (2018) findings, I see the lived experiences of the
participants’ MDL in their OEPr as varied, responsive to changing technological applications,
complex, and not tied to the use of OER as primary teaching materials. The participants model a
mindset and orientation toward an imaginative use of tools, teaching strategies, and technologies
(Veletsianos & Houlden, 2020). Since “academics need to start from their teaching practices in
order to find ways in which they can share and collaborate openly” (Inamorato dos Santos, 2019,
p. 108) this shift in mindset contributes to clarifications necessary for understandings of the
complexity of teaching in the open.

An additional contribution to the field of open education is the explicit distinction I make
in the use of the abbreviation / acronym for OEPr. This provides a delineation between the
current multiple meanings behind OEP — being applied to both open educational pedagogies and
open educational practices. By creating the distinct abbreviation and applying the acronym OEPr
to the concept of open educational practices, this contribution within the field highlights the
distinctive difference between pedagogy and practice in the field of teaching, and contributes to a
clarity to conceptualizations. Although pedagogy focuses on and relates to the act and actions of
teaching and learning that usually occur in the classroom, I consider practices as a manifestation
of everything educators are and do both in the classroom and beyond. Practices encompass and
reflect the educators’ personality, persona, identity, and ethos in how they select, use, and
integrate MDL into their OEPr. Educators reveal, both physically and virtually, their identity and
selfhood in their pedagogies which are one component of the overall conception of a teaching
practice. Thus, I define OEPr as the sum total of an educator’s internal ethos, acts of hospitality,
and ways of being open, along with pedagogical decisions and shared scholarship.

6.2.4 Contribution to qualitative research in education
This dissertation contributes to qualitative research in education in its unique application

of P-IP and crystallization epistemologies and methodologies (see Figure 1; see Figure 13) as
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well as the application of the ALT-DISS multimodal format using Scalar software. This
contributes to capacity development and provides a model for other researchers (Scott, 2014;
Tran, 2019) not only to education researchers focusing on teacher education, but to qualitative
research and multimodal dissertation applications in other fields of endeavour or other
educational research inquiries. In this way, I contribute to the diversity of approaches that are
opportunities to unsettle understandings of what P-IP, crystallization inquiry, and multimodal
dissertations are or can become (Ellingson, 2014; Tran, 2019; Vagle et al., 2021).

This research contributes to capacity development and adds value to inquiry by/for
people, aiding transformation and collaboration (Scott, 2014). Through the open approaches
found in OEPr, this dissertation has been created and shared through an open, public-facing
portal, where private and critical feedback is part of the process. Additionally, transformation
and collaboration is evident in the many contributions to scholarly works in qualitative research
in education that have been emerged from this doctoral inquiry. These include multiple peer
reviewed publications and chapters focusing on digital literacy policy and practice across Canada
(DeWaard & Hoechsmann, 2021) digital literacies in faculties of education in Canada (DeWaard,
2022), cross-cultural mentoring in professional learning (DeWaard & Chavhan, 2022), online
course design (van Barneveld & DeWaard, 2021), assessment practices (DeWaard & Roberts,
2021), intentionally equitable hospitality (Bali et al., 2019), intentional open learning design
(Roberts et al., 2022), and educommunication (DeWaard, In Press). Additional scholarly works
include book reviews (DeWaard, 2020, 2021), research reviews and commentaries (Bozkurt,
Gjelsvik, et al., 2023; Farrow, R. et al., 2021; Weller et al., 2023), and conference presentations.
These contributions, in turn, have reciprocally shaped this dissertation.

6.3 Implications
I consider three implications emerging from my crystallizations of this research. First, I identify

the need for professional learning experiences for teacher educators with a focus on media and
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digital skills, fluencies, competencies and literacies. Second, program-wide implications of open
educational approaches for FoE are suggested. Third, I explore the implications of alternative
dissertation formats and technologies.
6.3.1 Teacher educator’s professional learning needs
This research suggests the needs for a greater focus in teacher educator professional learning
experiences relating to the implicit and explicit infusion of media and digital skills, fluencies,
competencies and literacies particularly when these are immersive and collaboratively networked
(Castano Muifioz et al., 2023) that can be immersed and should be evident within the practices of
teaching, learning, and scholarship of teacher educators, particularly when considering shifts
toward an open educational practice. Although most participants confidently and explicitly
shared their awareness of specific MDL when considering audience, text and production of
learning materials or scholarly works, there is a need to address growing uncertainties about
where or how to enact any MDL or OEPr in teacher education. In this research the participants
reveal criticality, creativity, connections, and communicative strategies in their use of media and
digital technologies in their teaching, which informs their negotiations within their OEPr. This
research provides a view of how a deeper understanding of skills, fluencies, competencies and
literacies with MDL can be enacted within a teacher educators’ decisions and designs when
teaching, learning, and sharing their research.
6.3.2 Program wide open approaches

Second, this research has implications for possible program-wide integration of MDL
within an open approach among TEds through a scalar approach (Stewart et al., 2021),
incorporating collaboration (Lohnes-Watulak et al., 2018), boundary spanning (Nerantzi, 2019),
and networked practices (Oddone, 2019) and/or through open educational policy supports to
combat issues of isolation within fractured faculty structures (Bossu & Stagg, 2018; DeWaard &

Hoechsmann, 2021, Stewart et al., 2021). Participants in this research individually demonstrate
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the application of approaches and technologies incorporated within an OEPr that promote
opportunities for students to “develop their knowledge and literacies for working appropriately
with copyright and controlling access to their online contributions, while presenting options for
extending some of those rights to others” (Paskevicius & Irvine, 2019). By examining two
worked examples from faculty of education courses, Stewart et al. (2021) reveal issues operating
within multiple temporal, social, spatial scales and present a call for action to combat issues of
control, bureaucracy and isolation. By modelling and infusing media and digital elements
throughout their open educational practices, with a focus on communication, connectivity,
creativity and criticality in course structures and designs, the participants demonstrate to their
students and colleagues that academic work has fundamental value beyond the silos of faculty
contexts, providing opportunities to engage more widely with learning communities in FoE
across the country and/or around the globe (Paskevicius & Irvine, 2019).
6.3.3 Research in alternative formats

This research inquiry models the use of a post-intentional phenomenological philosophy
and methodology (Kennedy, 2016; Vagle, 2018) in conjunction with an alternative dissertation
format and explores a crystallization approach to the research of teacher educators’ practices.
The implication from this research is the potential impact resulting from this shifting nature of
the form, function, and purpose of the dissertation in current times. The multimedia format of
this dissertation models and reveals the potential for an ALT-DISS production. It is
simultaneously process, production and presentation rolled into one interactive and fluidly linked
digital document.

One challenge in the production and creation of this ALT-DISS format is acknowledging
the intentionalities inherent in technology use and how relationships with/through technologies
shape the research and the production of this multimodal dissertation. It is this conception of

intentionality, as it relates to my researcher relationships as both emitter and receptor, and the
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participants’ relationships with/through technology, that needs to be recognized and
acknowledged. These relationships are complex, complicated, and ever evolving. P-IP research
recognizes these intentionalities within the relationships that humans have with the technologies
they use, as well as how these technologies shape the relationships humans have with each other
(Ihde, 2015; Rosenberger & Verbeek, 2015) and with the research productions. One constraint in
this research hinges on my inability to share with explicit clarity or transparency, the
intentionalities of the participants’ lived experiences within their human«technology«<>world
relationships. The participants reveal, through their lived experiences and shared artifacts their
efforts to select and apply technologies with intention in their OEPr. This highlights the
importance of cultivating awareness of the “intricacies involved in each technology-mediated
interaction” (Hammershaimb, 2018). Their stories stand proxy for the actions and events that
encompass their MDL in an OEPr.

I also recognize and acknowledge that intentionality and practice within
human«technology«—world relationships can be shadowed and opaque, often happening
through black-boxed technologies (Kallinikos, 2002; Lloyd, 2019) within password protected
spaces such as learning management systems or behind paywalled secure sites where research
publications are warehoused. Although opening the dissertation is the goal, as contained on a
Scalar instance, it is likewise constrained by digital affordances that are not explicit or revealed.
This research, along with Tran’s (2019) research into multimodal and non-traditional dissertation
work, reveals that openly shared dissertation documents that set precedence and model the
creation of seminal, original, and creative research works should be encouraged and celebrated.

This dissertation is just such a document — revealed and shared in the open.
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6.4 Limitations

In this section, I identify potential limitations emerging from the research design particularly in
the study participation, the methodological suitability of P-IP and crystallization for solitary
novice researchers, and limitations in the data collection and analysis from this research.

6.4.1 Study Participation

I acknowledge the generosity of the participants in this research who shared their lived
experiences with MDL within their OEPr as TEds. One consideration of the time gifted by the
study participants was the challenge of conducting the interviews during the latter part of an
academic year, in the second year of pandemic impacted teaching and learning constraints.
Participants shared their passion and interest in teaching, yet reveal many challenges and barriers
in their efforts to infuse MDL into teaching and learning practices. These were further
complicated and influenced by factors and constraints imposed by the COVID-19 pandemic.

Although a limited number of participant interviews were conducted, this in no way
reduces the potential of the generated findings and analysis. Errors and omissions are mine
because these resulted from moments when my focus shifted away from the phenomenon. Issues
of bias or binary thinking occurred. A research approach that requires fluidity and impermanence
by applying “blurry rather than rigid boundaries” (Cronin, 2017, p. 171) makes this MDL in
OEPr research challenging.

It is possible that the narrow scope of participant criteria may render this research less
clearly applicable to other contexts such as higher education in general or TEds in other FoE
contexts. Some might argue that the limitation of data gathering methods to one interview and
one artifact may limit the potential depth of the MDL that could be found in the OEPr of TEds,
or the breadth of MDL that TEds may apply to their OEPr over time.

Although some might argue that the limited participation numbers in this research

precludes the potential for generalizability or theory building, this was not the intended outcome
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of this research. This lack of generalizability or theory building may impact the perceived
benefits, but does not negate the importance of this research. My intention and hope is that this
research opens new avenues of thought relative to MDL within the OEPr in faculties of
education. There is potential for further study in broader categories, crossing boundaries between
fields of study beyond the field of teacher education, in order to extend this conversation.

I understand that my research may be impacted by conceptions of the participants’ self-
efficacy (Bandura, 2012; Taimalu & Luik, 2019) and their pedagogical beliefs about the
importance of MDL, or perceptions about OEPr. Although investigations into the use of
technology among teacher educators (Taimalu & Luik, 2019) may lead to some understanding,
teacher educators’ perceptions and lived experiences of MDL within their OEPr may be
influenced by their confidence in their abilities to create and model media and digital literacies
(McDonagh et al., 2021), their perceived skills, fluencies, and competencies with MDL and
OEPr, as well as their positive mindsets when using technologies within their teaching practice
(Falloon, 2020).

Open educational resources and practices, created and share by experienced practitioners
of the art and science of teaching, can potentially improve access to educationally focused media
and networks, extend the adaptability of educational practices and resources, provide exemplars
of rich digital artifacts of educational information, and lead to the transformation of faculties of
education to collaborative and creative learning spaces (Couros, 2006). Since teacher educators’
voices are currently absent from OEPr conversations and discourses, it is through this research
that I “make public the knowledge and everyday lived experiences of the oppressed, the silenced,
and the lost and forgotten in the service of social justice” (St. Pierre, 2013, p. 648).

6.4.2 Limitations in methodological suitability for solitary, novice researchers
One limitation for the application of crystallization as a methodology is that it can be a complex

and sometimes chaotic approach that may complicate the efforts of a novice researcher working
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in isolation. Ellingson (2009) identifies this limitation as: requiring “the capacity to be fluent in
multiple genres and forms of analysis”; exploring the “trade-off between breadth and depth”;
dealing with a “lack of recognition of crystallization as a viable methodological framework”;
and, a willingness to adjust “beliefs about the rightness or correctness of any given method or
genre” (p. 16-17). In reflection, as I navigate and make sense of the fluidity and instability in the
materials, data, codes, concepts, contexts, histories, textualities, discourses, and experiences that
constitute this doctoral research inquiry, I am all at once exhilarated and invigorated, but also
confounded, frustrated, and confused (Ellingson, 2009; Snowden, 2011).

As a novice researcher, the challenge is knowing what to do, and then, what to do next.
The limitations of this methodological approach can be mitigated by consistently stepping back
to pause and reflect, requiring a strength of will and confidence in a scholarly self, which may
not be the case for others in the early stages of their academic life. For me, this limitation was
mitigated by my scholarly practice of openly blogging and sharing my thoughts throughout the
doctoral program. This helped bridge the silent and gravid pauses in my research work. A similar
practice for novice researchers in a solo endeavour of scholarly inquiry can attenuate the
limitations of crystallization as a methodology. This is particularly true if seeking feedback from
scholarly networks as a standard practice throughout the dissertation process.

The chaotic and complex nature of crystallization can be mitigated with the practice of
hupomnemata (see glossary) (Weisgerber & Butler, 2016) and adopting Mitchell and Clark's
(2021) four principles of writing as inquiry — listen for earworms, write stream of consciousness,
data have plots, and interpretation is inescapable. Ellingson (2009) suggests that, rather than
apologizing for the crystallization approach being partial and challenging, “scholars using
crystallization can celebrate multiple points of view with a phenomenon across the

methodological continuum™ (p. 22).
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6.4.3 Limitations in data generation and analysis

I recognize the limitation of the data gathering methods. Data gathering occurs over time,
thus one limitation in the data gathering and analysis phases is to maintain a clear focus on the
phenomenon (Vagle, 2018). Although my focus was on the multitude of data moments generated
from this research, I was challenged when looking at the multiplicity of the moments rather than
seeing the overall picture that was being generated. The intended focus for this P-IP research is
on the becoming (becoming media and digitally literate, becoming an open educational
practitioner) so I was alert to how this research may inadvertently lose focus and result in
discovering what has been.

Data analysis in P-IP research, particularly when applying a crystallization methodology,
is shaped by the researcher’s positionality, perspectives, and biases. The data analysis and
findings from this research should to be considered partial and selective. The generation of
findings is a process occurring through the lens of the researcher and framed by the
crystallizations created. My data analysis and findings focus on elements from within the stories
and meaningful events, as well as the practices shared through the participants’ lived
experiences. These should be considered fragmented and timebound. It is possible that “those
with different viewpoints or more significant research experience may interpret the data
differently” (Paskevicius, 2017, pg. 171) and crystallize different findings than those shared here.
My crystallizations may resonate with some elements of truth, yet I invite others to focus on
other facets and dimensions to reveal new and different interpretations from these findings
(Paskevicius, 2017).

6.5 Recommendations
“A teacher is a professional, one who must constantly seek to improve and to develop certain
qualities or virtues which are not received but must be created. The capacity to renew ourselves

every day is important.” Paolo Freire (1985)
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The goal of this research study was to generatively catalyze new ideas about the connections
between MDL, OEPr, and teacher education. Yet, there is still more to explore.
Recommendations emerging from this research follow Freire’s quoted provocation to
seek improvement in TEds’ qualities and virtues in MDL and OEPr through creation and
renewal. My first recommendation emerging from this research is to refocus on open education
as a goal, as a sustainable means of renewing professional practice. With a focus on OEPr, TEds
can create ways and means to infuse MDL into FoE programs and increase awareness of the
transformational potential of communication, connectivity, creativity, and criticality to promote
future-ready teaching practices in faculties of education. Second, I make a recommendation for
the application of P-IP as theoretical construct and methodology for subsequent research in open
educational practices. Finally, I make some recommendations for other areas of future research.
6.5.1 Frame OEPr goals when infusing MDL
When MDL is infused into OEPr within FoE, a cultural transformational process can occur
within teacher education programs, one that “requires time, appropriate pedagogical and
technical support, as well as care for the educators own personal professional development pace”
(Redecker, 2017, p. 108). This shift in practice requires not only encouragement and rewarding
the efforts of TEds when they enact change in how MDL become infused within their practice,
but alternatively providing mentoring and ongoing professional learning within open and global
networks (DeWaard & Chavhan, 2022; Oddone, 2019). As echoed in the words of one
participant, this is an opportunity to center the voices of teachers who are already doing this
work since these are the voices who can drive what we’ve learned (Perseus, interview transcript).
Pangrazio (2016) suggests conceptions of critical digital literacy that overcome binary
tensions that seek to constrain, often described within ideological vs personal, collective
concerns vs individual practice, and/or technical mastery vs critical dispositions. As seen in this

research, when framing OEPr goals within MDL practices, teacher educators offer a range and
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continuum of opportunities and alternatives for visualization, critical self-reflection, re-
articulation of digital concepts, and transcendental critique (Pangrazio, 2016). Nichols et al.,
(2021) adds to this notion when TEds “work to remake these systems, inserting flexible and
responsive structures to better support the autonomy and flourishing of those impacted” (p. 349).
6.5.2 Considerations of P-IP for educational research

Expanding the application of post intentional phenomenological methodology as part of an open
dissertation in open educational research in teacher education calls researchers to be deep,
critical and variational (Thde, 2012). Those who answer the call to pursue phenomenological
research “in the name of professional practice seek to gain insights into the meaningfulness of
human experiences and contribute to more thoughtful practice” (Van Manen, 2020, p. 489,
emphasis in original). Since this research is conducted from a researcher and practitioner in the
field of teacher education, I seek to be “other-oriented to reflect and wonder what lifeworlds may
be like for the individuals”, other TEds who are immersed in similar spaces. I heed van Manen’s
(2020) call and responsibility to “look beyond our “selves” to the worlds of others, the others we
serve” (pg. 490). Applying additional P-IP research to teacher education is an important
methodology when seeking to understand the phenomenon of teacher education from the
perspective and lived experiences of teacher educators. P-IP can be applied to explore MDL and
OEPr skills, fluencies, competencies, and literacies to build understanding and perspective,
stepping towards fostering a “culture within which higher education uses of data are ethical,
legible, and transparent” (Stewart & Lyons, 2021, p. 66).

6.5.3 Relevant research areas

I propose considerations for further research that may be catalyzed by this PhD research. I
recognize the need for additional research into the application of crystallization and P-IP since
these methodologies for research into MDL and OEPr may be novel approaches for other

researchers in these fields. Although these methodologies may challenge novice researchers,
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there is benefit in learning within and among the participants’ stories — within the messiness and
complexity of research, as part of the practice of ‘becoming’ an open researcher.

The focus on TEds in this research shifts the research lens away from the potential
benefits on student learning or the transferability of learning, particularly where TEds apply
MDL in their OEPr. Refocusing on student learning within the FoE, as a reflection of the models
provided by TEds, would benefit from investigation. Paskevicius points to the challenge “in
measuring how and if OEP impacts student learning and in what way faculty evolve their
practices over time to engage learners with OEP” (Paskevicius, 2018, p. 172). Researching the
impact on students when TEds infuse MDL within OEPr could further determine how TEds, as
well as other higher education instructors and learning designers, might engage with MDL as a
means of supporting authentic student learning (DeWaard & Roberts, 2021; Oddone 2019).

Research inquiry in the area of MDL and OEPr would benefit from a focus on the impact
of artificial intelligence technologies and algorithmic learning on the authentic media and digital
productions being generated in teacher education since generative text-to-text, text-to-image,
text-to-video, and text-to-sound technologies show potential to reconfigure relationships
with/through technologies (Bozkurt et al., 2023). Although research into the impacts of Al are
speculative, emergent, and rapidly released, there is some suggestion that Al in education “could
lead to students being more empowered, engaged, and motivated” (Bozkurt et al., 2023,
paragraph 5). Narrowing the research to focus on the MDL and OEPr of TEds may lead to
further insights into how Al potentially transforms teaching and learning.

Finally, an area of inquiry that addresses current efforts to explore questions relating to
the impacts of MDL and OEPr on issues of Indigeneity, diversity, inclusion, equity, and
accessibility practices in teacher education. Nichols Smith et al., (2021) recommend research and
praxis into how platform architectures can undermine efforts to address marginalization and

decolonization. Research and practical models can attune educators to “places critical literacy
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can best contribute in a world increasingly mediated by data technologies” and draw from
distributed and diverse systems and coalitions to critique, resist, reimagine, and transform
platform ecologies (Nichols Smith et al., 2021 p. 351) that benefit all students.

6.6 Crystallizing Some Final Thoughts

“ For last year's words belong to last year's language. And next year's words await

another voice. And to make an end is to make a beginning" (T. S. Elliot, 1942, p. 23).

In this research, I focus on the lived experiences of teacher educators in Canadian faculties of
education in an effort to clarify facets of their media and digital literacies that impact their open
educational practices. As the T. S. Elliot quote reminds me, this ending is but the beginning,
where the words and stories shared by the participants are becoming new stories. In unique ways
the stories shared in this research are shaped by my focus on facets and dimensions found in the
generated findings. In other ways, these stories share a moment out of time. New stories by the
participants in this research are already being written.

In the literature review section I explore theoretical and conceptual foundations to teacher
education, media and digital literacies, open educational practices, and phenomenology. In the
research design section I share the application of post-intentional phenomenology and
crystallization methodology to my research. I reveal details of the methods including participant
selection, timelines, interview procedures, and data gathering strategies. In the findings, I hold up
facets of the stories shared by the participants and in the discussion section I re-examine the
findings through selected lenses and dimensions of MDL frameworks. In this conclusion I draw
upon the previous sections to present implications of this research, limitations to consider, and
the potential for future research emerging from this work.

Lived experiences are storied and as stories do, they contain heroes and protagonists.

These stories include sites of struggle, loss of innocence, a heroic quest, companions along the
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way, trials and tribulation, with insight and transformations along the routes taken toward
resolution (Brown & Moffett, 1999).The lived experiences of the participants in this research are
no less heroic for their efforts to bring media and digitally enabled educational practices into the
open. It is through these efforts to communicate, connect, teach creatively, and enact criticality
that MDL are becoming evident in the OEPr of TEds in Canadian FoE and beyond. The global
push for OEPr and the importance of MDL are increasingly emphasized (UNESCO, 2018,
2019b, 2023). Within teacher education, as evident in the lived experiences of the participants,
awareness of OEPr is key, re-visioning is essential, and re-imagining futures have yet to emerge.

Although some may advocate for separation of media from digital, I petition for a
combinatorial view of MDL as a wholistic response to what is a complex and often chaotic
concept. By sharing these lived experiences, as captured within the gyroscopic navigational
imagine crafted from the findings (see Figure 22), the individual facets and dimensions come
into focus, thus enhancing understanding that complexity surrounds each individual’s practice of
teaching in the open. The participants’ lived experiences with MDL in their OEPr is shaped by a
“base level of digital competence, defined as the confident, critical and responsible use of, and
engagement with, digital technologies for learning, at work, and for participation in society”
(Redecker, 2017, p. 107). What has become clearer through this research is the continuum(s)
along which participants dial up or dial down their focus on specific facets of MDL as they
design student learning and engage in scholarship as open educators (see Figure 8). The
participants actively negotiate elements of knowledge production and dissemination, for
themselves and their students, in order to “become consciously inclusive, socially and culturally
diverse, interdisciplinary and inter-professional, and are able to foster communication,
collaboration, ownership and mutual learning” (UNESCO, 2021, p. 127).

I suggest that although the findings and discussion do not reveal anything dramatically

new in terms of media or digital literacies for teaching and learning in a faculty of education, this
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research presents an opportunity to refocus from the wide range of foundational frameworks for
MDL that are globally available. It is also an opportunity to redefine literacies as this concept
spirals from media and digital skills, fluencies and competencies (see Figure 10). What is
revealed in this research is a broader understanding of the social and constructive nature of MDL
and OEPr within FoE, when TEds practice from mindsets of media and digitally enable
communications, connections, creativity and criticality. The transitory, destabilizing, and
emergent nature of MDL within an OEPr, particularly as it responds to changes in the field of
teacher education, can be chaotic and complex. Suggesting the use of a navigational device such
as a gyroscope as a metaphor for lived experiences of MDL in OEPr can help TEds in FoE keep
their eye on the horizon, maintain some balance in their practice, and manage the complexities of
the work being done.

One solution to this complexity is the open sharing of collaborative approaches to
teaching and learning. Since “openness has certainly made teaching and learning resources and
practices more accessible and reusable, and those affordances have encouraged the sharing and
reflection of practice among communities” (Paskevecius, 2018, p. 170) it is increasingly more
important for TEds to share with/in cross-disciplinary fields in all higher education contexts

around the world.

Media and digital literacies are an ideal, as I suggest in the Spirals to Literacies graphic
(see Figure 10), as an unobtainable condition characterized by liminality, fluidity, partiality, and
liveliness. Yet it is toward such an ideal we must all strive in today’s modern, technologically
enabled world. It is through this quest for literacies, as we journey toward becoming literate in
aspects of media and digital technologies, that we acquire skills, fluencies, and competencies that
can be measured and achieved, thresholds over which we can cross to demonstrate proficiency.

Although many frameworks suggest literacies are attainable, the acquisition of MDL is not a
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threshold event; it is determined by cognitive and contextual factors. This research reveals how
MDL and OEPr are co-dependent and reciprocal in process, production, and presentations. As
evidenced in this research, it is via the purpose and passion of the teacher educators working
toward an ethos of openness in their educational practice (OEPr) through which the vision and

acquisition of media and digital literacies can become world-making.
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Glossary Item Descriptions

Actor Network Theory

According to some researchers, ANT is neither a theory or a method for research. It is more
descriptively understood as a paradigm, a way of sensing and seeing how ‘actors’ engage with/in
the world (Blok, Farias, & Roberts, 2019, p. 1). It is sometimes known as a ‘material semiotics’
based on ontologies that “all entities in the world — from nanoparticles to bodies, groups,
ecologies and ghosts — are constituted and reconstituted in shifting and hybrid webs of discursive
and material relations” (Blok, Farias, & Roberts, 2019). Thinking and research within an ANT
approach suggest categories of conceptual and methodological perspectives based on collective
and iterative research into the sociology of science and technologies (Blok, Farias, & Roberts,
2019). Historically, “ANT has played an important role in rethinking the democratic challenges
associated with the making of our socio-material worlds and made major intervention in current
conceptualisations of ‘participation’” (Blok, Farias, & Roberts, 2019, p. xxi). (return to Glossary
List)

Affinity spaces

According to Gee (2017) affinity spaces are locations of learning, where membership is
constituted by common interests and passions for a topic, project, activity, or game. Based on
this common interest, membership in the spaces, either physical or digital, is characterized by
ebbs and flows ranging from novice to experts. Features include: anyone can contribute, there is
a distinction between individual and community knowledge, there are flexible ways for
interactions to involve external sources of ideas, tacit knowledge is held as commonly accepted,
spaces embrace varying forms of participation, status is achieved through a variety of
contributions, and roles include both helper and teacher (Gee, 2015). (return to Glossary List)

Alternative Dissertation

Describing and defining what it means to create an alternative dissertation can be challenging for
those familiar with traditional dissertation formats that include a linear progression through
chapters and pages. For this document, consider the format as a non-linear, hyper-textually
linked, dialogic, conceptually and topically interconnected, and networked by reader agency.
This rendering of my research communicates through multiple and varied media, creating
tension between traditional conceptions of scholarly writing as primarily alpha-numeric text to
one where a fluid multimodality of elements communicate research information. Further to this,
universities across Canada are redefining policies that define the dissertation (Tran, 2019). For
example, York University in Toronto defines a "complex electronic dissertation" that "involves
slides (visual, spatial, and linguistic modes), film or videos (visual, audio, gestural, linguistic,
and spatial modes), or an interactive word/image-based text on the internet (visual, linguistic,
spatial, and gestural modes)" (Tran, 2019, p. 28). (return to Glossary List)

Artificial intelligence

Artificial intelligence (Al) refers to the development of machine/ computer based systems that
mirror, mimic, and augment human intelligence. Since the advent of the computer, authors such
as Turing, Asimov, and McLuhan have foretold of a time when computers will supplant human
cognition (Bozkurt et al., 2023).
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In education, Bozkurt et al., (2023) suggested that "Al technologies are mostly adopted for
predicting learner outcomes and behaviors (e.g., student achievement or dropout), tailoring
learning experiences, providing an adaptive learning environment, improving academic
performance and enhancing learning experiences" (p. 55). Critical issues that need to be
highlighted and addressed include ethical issues, privacy concerns, issues with equity, and
concerns with copyright and ownership of data (Bozkurt et al,. 2023). (return to Glossary List)

Black box technology

When considering technologies and the artifacts created using electronic technologies, there are
elements that are hidden and unseen. They occur, as if there is a 'black box' taking input from
one side of the box, completing some hidden operation on that input, and creating some form of
output. These 'black box' processes, organizations, affordances, and experiences determine how
human-technology interactions occur or are sustained. Kallinikos (2002) explored the issues
relating to the "internal constitution of particular technologies" and the hidden premises that
"govern the human- technology interaction" (p. 290). Kallinkos (2002) argued that "once
constructed, such forms matter and they matter a lot. The closure or openness of artifacts and the
premises by which they admit human participation are heavily contingent on the way they are
internally organized as systems" (p. 290). (return to Glossary List)

Blockchain

From the US Education Department's website, blockchain is described as a:
record of chronological transactions, much like a traditional financial ledger. Each new
set of transactions, “blocks,” are recorded and cryptographically linked to the previous
record, forming a chain. Key characteristics of a blockchain are: (1) Integrity — records
are cryptographically linked, making them nearly impossible to change, (2) Transparency
— because every network user has their own copy of the entire blockchain, updates are
shared and transparent, (3) Democracy — blockchains enable verification of peer-to-peer
transactions to occur without a centralized mediator. Blockchains and other types of
Distributed Ledger Technologies (DLT) are the foundation of many high-profile
technologies, like cryptocurrency (e.g. Bitcoin), and promise to change how data is
managed and shared in a variety of industries, including education

As suggested by Lemoie and Soares (2020), blockchain has potential to impact the efficiency,

durability, and connections between education and work through the integration of blockchain in

areas such as credentialing to "provide more granular descriptions of skills and improved

communication among education and training organizations, individuals, and employers" (p. v).

Blockchain, in particular, holds promise to create more efficient and durable connections

between education and work. (return to Glossary List)

You can learn more about blockchain with this U.S. Department of Education

video: Introduction to Blockchain.

ChatGPT

ChatGPT is described as a form of artificial intelligence (Al) software, created by the OpenAl
company. It is a form of conversational technology, building on previous chatbot designs. The
GPT acronym standing for Generative Pre-Trained Transformer (Bozkurt et al., 2023). Concerns
include ChatGPT's potential of this technology to supplant human intelligence, breach copyright
in how information is used, and enable or encourage violations to academic integrity such as
plagiarism or cheating (Blose, 2023). You can learn more about ChatGPT in this Contact North
document about 10 Facts


https://youtu.be/IbVX4sCAftM
https://hjdewaard.ca/dissertation/critical-media-and-digital-literacies-in-canadian-teacher-educators-open-educational-practices/artificial-intelligence-ai---glossary-item
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“What is striking about ChatGPT and other similar Al agents is their ability to present language
as a soft technology just like humans do, a technology that has marked and reasoned almost all
human advances” (Bozkurt et al., 2023, p. 57) (return to Glossary List)

CAQDAS

Computer assisted qualitative data analysis software (CAQDAS) are technologies that allow for
the addition of codes, comments, memos, visualization, and generation of theories from portions
of files such as transcripts, images, audio, video and other forms of qualitative data (Saldafia &
Omasta, 2018). CAQDAS can also be applied to the analysis of research literature to support the
formulation of the literature review. The software does not do the coding for the researcher, but
"efficiently stores, organizes, manages, and reconfigures data to enable human analytic
reflection" (Saldafia & Omasta, 2018, p. 268). Saldafia and Omasta (2018) provide a list of major
CAQDAS software, include NVivo which was used for this research (page 268-269). (return to

Glossary List)

Creative Commons

Creative Commons is a non-profit organization, a global presence, a movement, an accreditation
system, a set of copyright licenses, a belief that everyone has something to share, there is a
common good to sharing openly, and a feeling of a shared culture. (return to Glossary List)

Cynefin framework

The Cynefin framework (pronounced Kuh-nev-in) is used primarily in decision making, but
applies to this research in guiding understanding of the infusion of MDL into OEPr by the TEds
in this research. The word originates in the Welsh language, meaning habitat. The domains in the
four quadrants emerge from systems theory, complexity theory, and learning theories (for
purpose of brevity, you can see more on this Wikipedia - Cynefin Framework page). (return to

Glossary List)

Data gathering

As suggested by Vagle (2018), data gathering best described the method of collection of the
multiple moments in a research endeavour, including observations, writings, interviews,
drawings, and music collected over a specified period of time. Vagle (2018) suggested data
moments could include arts-based methods such as drawings, paintings, photos, visuals, films,
and performance art. (return to Glossary List)

Digital Rights Management

Digital rights management (DRM) is a form of control applied to digital technologies in order to
manage copyright access - usage, modifications, and/or distribution. Controls include forms of
encryption, copying restrictions, tracking systems such as watermarks, and verification
mechanisms such as product codes or activation limitations (Wikipedia, Digital Rights
Management). For this research, DRM can impede the access and ability to remix materials for
teaching and learning. One example is access to course readings through proprietary journal
materials. DRM can challenge the open sharing of media and digitally enabled learning materials
for the TEds interviewed.

(return to Glossary List)

Educommunication
Educommunication, (educommunicacion) as defined by Oliveira Soares in 2003 and translated
into English, is a:


https://en.wikipedia.org/wiki/Cynefin_framework
https://en.wikipedia.org/wiki/Digital_rights_management
https://en.wikipedia.org/wiki/Digital_rights_management
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set of actions inherent to planning, implementation and evaluation of processes, programs
and products destined to create and strengthen communicative ecosystems in educational
spaces, improve the communicative coefficient of educational actions, develop the critical
spirit in users of mass media, adequately use information resources in educational practice
and expand people’s expression capability (Freitas & Ferreira, 2020, p. 57).
For a clearer understanding of the concept of educommunication it is necessary to have a
grounding in the importance of communication as an educative act and education as a
communicative action. Freire's theory of communication emerges from Latin American cultures
where silencing and suppression of public discourse, particularly in formal educational spaces,
was the norm (Lago, et al., 2021).
Educommunicacion is a “sub domain of theory and practice that intersects between Media
Studies, Journalism and Communications, on the one hand, and Education on the other”
(Hoechsmann, 2019, p. 264). The concept of educommunicacion falls under the broader idea of
communication as activism involved in creating social change, with a socio-political praxis at its
core (Barbas, 2020; Mateus & Quiroz, 2017). In Latin America, communication is “more about
mediations than media, more about processes than objects” and the “processes and practices of
people’s lived experiences with media form the backdrop to communication work”
(Hoechsmann, 2019, p. 261).

(return to Glossary List)

Emirec

"Communicative model proposed by Cloutier (1973) to establish participant roles as both emitter
and receptor of communication; “interlocutors maintain relations between equals and where all
the subjects of communication are, at the same time, transmitters and receivers” (Aparici &
Garcia Marin, 2018, p. 75). The term emirec represents a person who both encodes and decodes
(emits and receives) media and communicated messages (Aparici & Garcia-Martin, 2018;
Hoechsmann, 2019). This is contrasted to Toffler's (1980) conception of people as prosumers -
producers and consumers, which has an economic or capitalistic stance (Aparici & Garcia-
Martin, 2018) . Emirec is considered more closely connected to communicative endeavours
(Hoechsmann, 2019). (return to Glossary List)

Episteme / Pronesis

Based on the philosophical traditions from Aristotle, episteme refers to "the discovery of
knowledge; but not just any kind of knowledge ... true and certain knowledge" (Eisener, 2002, p.
375) that is universal, not local. Phronesis on the other hand refers to practical wisdom,
knowledge that is contingent on subject matter, location, and reasoned thinking (Eisener, 2002).
In education, particularly in the Faculty of Education (FoE) there is a push and pull relationship
between these two beliefs about which form of knowledge is important. (return to Glossary List)

Faculty of Education (FoE)

Within higher education organizations in most jurisdictions in Canada, the study of teaching and
learning is conducted in a faculty of education (FoE). These are sometimes or otherwise
designated as colleges of education, teacher initiation programs, or education studies. In Canada,
FoE fall under provincial jurisdiction and are thus funded and governed by provincial level
departments. FOE programs run for one to two years, The FoE program includes specific subject
content, structures, field experiences and partnerships (Kitchen & Petrarca, 2022) depending on
provincial directives.

In Ontario, the FoE program is a requirement for certification from the Ontario College of
Teachers (OCT) to teach in the K-12 jurisdiction. While "academies, and apprenticeship models
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abound elsewhere, the legislative changes made by the province and the OCT reinforced the role
of the university in teacher preparation while at the same time highlighting the importance of
field experience" (Petrarca & Kitchen, 2017b, p. ix). (return to Glossary List)

#FemEdTech

The hashtag #FemEdTech stands for Feminist Educational Technology and emerged from a
feminist perspective and activities relating to educational technologies. Foundational members
created a website and activities that engage others from around the world. “FemEdTech are a
reflexive, emergent network of people learning, practising and researching in educational
technology. We are an informal organisation with no funding: our resources are our passion,
kindness, knowledge, enthusiasm and volunteer time” (FemEdTech website, n.d.). (return to

Glossary List)

Free and Open-Source Software (FOSS)

Free and open-source software (FOSS) is also named FLOSS by adding /ibre into the acronym to
recognize the libre (free) nature of the materials. (Wikipedia, n.d.). FOSS can include non-
proprietary technologies and software that enable users to examine, work with, and engage in
efforts to improve the software or technology to benefit end users. The underlying codes for the
software are "open for all and anyone is free to use, study and modify the code" (web search
results). FOSS are considered not fully free since there are often hidden and human costs for
production. Examples include software such as Linux operating systems, Apache open office,
Python coding software, the Moodle learning management system, or GIMP graphics editor.
People who work with FOSS are organized within semi-structured and unstructured communities
where the leadership roles are granted according to skills and abilities as much as length of time
in the community. The community structures are reminiscent of affinity spaces as defined by
Gee (2015/2017). (return to Glossary List)

Homo faber
Homo faber is described by Thomas and Seely Brown (2009) as (hu)man as maker, stressing
our ability as a species to make and create. In the world of digital technologies and teaching, this
describes the "most important and transformational elements of the networked world and
provides a unique set of affordances for understanding the relationship between new media and
learning" (p. 8).
constitutes knowing as an embodied set of experiences that we create through our practices of
being in the world and attending to things in the world through our experiences with them. To
know something deeply is to understand the explicit dimension though our embodied
engagement with its tacit dimension (Thomas & Seely Brown, 2009, p. 7)
For this research and dissertation, the concept of homo faber is described as "creating an
epistemology which is centered on knowing and becoming, rather than knowledge and being"
(emphasis in original) (Thomas & Seely Brown, p. 7). A core premise of the concept of homo
faber suggests that through the process of creation, humans develop understanding and
comprehend the world, not merely as a set of object, artifacts, or creations, but as coherent
entities which we come to dwell in and which we make sense of the ‘‘jointness” and
interconnection of the parts that constitute the whole, both at the explicit level of the object
itself and at the tacit level in terms of its social context and relations. It is this level of tacit
knowledge, that which is known, embodied and most importantly felt that begins to constitute
a basis for a new understanding of learning (Thomas & Seely Brown, 2009,p. §8).

(return to Glossary List)
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Hupomnemata

As posited by Foucault (1983), hupomnemata forms an artifactual record of things individuals
read, hear, or think, composing the shape and form of the self (Weisgerber & Butler, 2016).
(Mewburn & Thomson, 2018) Mewburn and Thomson describe hupomnemata as a form of self-
writing where academic blogs are forms of personal reflections, “a bricolage of diverse ideas,
heterogeneous events and scattered readings” (p. 22) where posts are both notebook and/or
correspondence. (return to Glossary List)

Interpretive Phenomenological Analysis (IPA)

Interpretive or hermeneutic phenomenology focuses on embodiment and being in the lifeworlds
and intentions relating to a phenomenon, which is grounded in the philosophies of Heidegger,
Merleau-Ponty, and Gadamer (Valentine et al., 2018). This shift in phenomenology from
knowing to being resulted from Heidegger’s ontological interest in how people give subjective
meaning to phenomena. Interpretive phenomenology is thus not just concerned with
consciousness, but in how lifeworlds constitute intelligible structures (Vagle, 2018) and how
these meanings are revealed through language and discourse, thus emphasizing the
intentionalities within people’s stories as a form of sense-making (Tracy, 2020). (return to

Glossary List)

Learning Management System

Learning management systems are software packages or platforms that afford the use of learning
objects and processes designed to organize and distribute materials in the pursuit of learning.
Examples include Coursera, Canvas, D2L Brightspace, and Blackboard. (return to Glossary List)

Makerspace

In education, makerspaces are generally thought of as places to explore tools, toys, and
technologies to create and make innovative designs, inventions, and constructions. These spaces
are both physical, often located in conjunction with a library or learning commons area, as well
as cognitive, described as a maker-mindset focusing on problem solving. The iterative and
collaborative nature of learning is often grounded in the activities provided and constructions
generated within a makerspace (Lakehead University Library Research Guide, n.d.). (return to

Glossary List)

Massive open online course (MOOC)

The term MOOC is prominent in open education contexts and stands for massive open online
course(s). Originating in Canada in 2008, the term was framed by Dave Cormier in reference to
an open online course developed by George Siemens and Stephen Downes (Weller, 2014). This
term is best described by watching this video created by Dave Cormier. (return to Glossary List)

Media and Information Literacy (MIL)
Media and information literacy (MIL) is defined by UNESCO as a combination of the fields of
media literacy and information literacy where knowledge, skills, and attitudes necessary for life
and work come together. This term considers all forms of media and information provisions from
libraries, archives, museums, education, and the internet. UNESCO outlines five laws of MIL
which are intended to guide stakeholders to apply and develop MIL. As presented in the
UNESCO archives, these include:

1. Information, communication, libraries, media, technology, the Internet as well as other

forms of information providers are for use in critical civic engagement and sustainable
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development. They are equal in stature and none is more relevant than the other or
should be ever treated as such.

2. Every citizen is a creator of information/knowledge and has a message. They must be
empowered to access new information/knowledge and to express themselves. MIL is for
all —women and men equally — and a nexus of human rights.

3. Information, knowledge, and messages are not always value neutral, or always
independent of biases. Any conceptualization, use and application of MIL should make
this truth transparent and understandable to all citizens.

4. Every citizen wants to know and understand new information, knowledge and messages
as well as to communicate, even if she/he is not aware, admits or expresses that he/she
does. Her/his rights must however never be compromised.

5. Media and information literacy is not acquired at once. It is a lived and dynamic
experience and process. It is complete when it includes knowledge, skills and attitudes,
when it covers access, evaluation/assessment, use, production and communication of
information, media and technology content. (return to Glossary List)

Open Education Practices (OEPr)

Broadly speaking, OEPr encompass: a) open sharing of learning and instructional design; b)
collaborative development of open educational content and resources; c¢) open and accessible co-
creation and delivery of learning activities; and, d) the application of shared peer and
collaborative assessment and evaluation practices (Bozkurt et al., 2019; Cronin & MacLaren,
2018; Nascimbeni & Burgos, 2016; Paskevicius, 2017; Wiley & Hilton, 2018). This definition of
OEPr is shaped by a philosophy about teaching that “emphasizes giving learners choices about
medium or media, place of study, pace of study, support mechanisms, and entry and exit points,
which are provided mostly with opportunities enabled by educational technologies” (Bozkurt et
al., 2019, p. 80). (return to Glossary List)

Organization for Economic Co-operation and Development

The Organisation for Economic Co-operation and Development purports to work towards
development of policies to better lives for global populations. Their 60 year history includes
"establishing evidence-based international standards and finding solutions to a range of social,
economic and environmental challenges" (OECD, n.d.). Read more about this organization on
the About page of their website. (return to Glossary List)

Paywall

Paywall refers to the technological requirement of paying before entering a digital space.
Sometimes the paywall collects personal information as a means of entry. In other cases users
pay fees directly to the platform producer. In yet other cases, such as library access to academic
journals, are kept behind closed walls, pending payment to the university, through registration
fees or from the university to the journal distributors. (return to Glossary List)

Platforms

In computer and technology, platforms refer to hardware or software serving as a foundation or
base. Hardware platforms refer to the operating systems used for computers or mobile hardware
e.g. Windows, Mac OS, Android, i0S. Software platforms are applications that host other
software or user options. Nichols et al., (2021) refer to platforms as: (1) infrastructures on which
applications are built (e.g. a video game console is a platform for playing its compatible
software); and (2) online networks that facilitate economic and social exchanges (e.g. a social
media site is a platform for connecting with others)” (p. 345). (return to Glossary List)


https://www.oecd.org/about/
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Portable Document Formats (PDF)

PDF refers to portable document formats and is the world-wide standard for electronic document
publication. This format standardizes the reading and formatting options when sharing
documents, keeping fonts, images, and spacing in consistent locations on the 'page' of the
electronic document. Developed in the early 1990s, this format for document publication can be
created from many other text or image production software programs but requires proprietary
Adobe software for editing and revision (Definition of PDF, n.d.). While still frequently used in
educational contexts, particularly for article publication and reading, for the purposes of open
educational practices the PDF format is contentious as it is not considered as fully open when
developed as an OER since it cannot be easily revised. (return to Glossary List)

Portable Network Graphic (PNG)

PNG stands for which is a consistent and standardized file format designation used for images
that was developed to replace GIF formats due to legal issues. This format is accepted by the
World Wide Web Consortium, making it recognizable and used globally (Definition of PNG,
n.d.) The images in this dissertation are stored and shared in PNG format. (return to Glossary
List)

Post-Intentional Phenomenology (P-1P)

Post-intentional phenomenology (P-IP) is a qualitative research framework and methodology
grounded in ontologies from Derrida, Deleuze and Guattari, as well as Foucault. This approach
to phenomenological research focuses on the reciprocal nature of subject and object. Researchers
are immersed in the research rather than bracketing or bridling their perceptions of the research.
Researched by Ihde, Vagle, Verbeek, and Hosess, the nature of 'through-ness' (Vagle, 2018) is
explored. Research characteristics include entanglements, dogged questioning, hyphenated
tension, flux and fluidity described as lines of flight, reflexivity, and bearing witness (see Figure

1). (return to Glossary List)

Practice

When used as a noun, practice is the thing, the ideas, beliefs and methods that encompass the
performances, executable sequences, the operations that make up the thing called teaching. This
refers to the totality of the habitual doing and carrying on of something that constitutes the
established routines and procedures of teaching. When used as a verb, a teaching practice is
exercising, the actions of doing the moves that encompass the thing called a teaching practice. It
is the repeated activity and skills that individuals acquire or enact to maintain or improve their
proficiency of the teaching actions (OED Online, 2023) (return to Glossary List)

Technological, Pedagogical, Content Knowledge (TPACK) framework

TPACK refers to the technological pedagogical content knowledge (TPACK) evident in a
teacher’s investigations, applications, and practices. For Canadian TEds, this framework outlines
the “complex interplay of three primary forms of knowledge” (Koehler, 2012, paragraph 2).
According to Koehler (2012) this framework suggests that “effective technology integration for
pedagogy around specific subject matter requires developing sensitivity to the dynamic,
transactional relationship between these components of knowledge situated in unique contexts”
(Koehler, 2012, paragraph 3). Image reproduced by permission of the publisher, © 2012 by
tpack.org. (return to Glossary List)

Research Ethics Boards (REB)
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In Canada, each university has a research ethics board that oversees the approval of all research
conducted, ensuring that researchers follow the expected guidelines established by the Tri-
Council Policy Statement on Ethical Conduct for Research (see Tri-Council Policy in glossary).
The Canadian Association of Research Ethics Board was established in 2000 with a focus on
REB professionals to share practices and work together during challenging times, with the aim of
improving the visibility and credibility of REBs across Canada. REB documentation is usually
included in research outputs as verification of approval (see Appendix A). (return to Glossary
List)

Safety, Security, Privacy, Permissions

These elements are essential to the use of technologies, particularly those connecting to or part of
the world wide web. Both cognitively and socially, these are part of the necessary considerations
for the use of technologies in education, not only for TEds, but for their students. While these
may considered from a protectionist view where younger children are involved, when working
within higher education these elements become part of the skills, fluencies and competencies
required when becoming data and technological literate. (return to Glossary List)

Social Sciences and Humanities Research Council (SSHRC)

SSHRC is one of the three (Tri-Council) federally funded agencies promoting and supporting
research and training, specifically managing all areas relating to the humanities and social
sciences. Funding awards and research outputs are conducted through such development
opportunities as Insight grants, Canada research chairs, and the New Frontiers in Research fund
(Government of Canada, 2012). See more on this SSHRC video.

(return to Glossary List)

Teacher Candidates (TCs)

Teacher candidates are the students in the faculties of education, working learning to become
teachers in K-12 classrooms. In some research they are alternatively referenced as teachers-in-
training or pre-service teachers. (return to Glossary List)

Teacher educators (TEd / TEds)

Teacher educators are individuals who are tasked with teaching in a faculty of education. Foulger
et al., (2017) defined teacher educators as someone within higher education institutions who
provide instruction, giving guidance and support to teacher candidates. Heldens (2017) described
TEds as a mixture of those with/without academic backgrounds, having a widely ranging
numbers of years of experience in either the field of education or teacher education, and those
with ranges of experience in K-12 education. (return to Glossary List)

Teacher educator technology competencies
As researched by Foulger et al., (2017), the teacher educator technology competencies outline
characteristics, skills and fluencies required for teacher educators to transform their teaching
practices and support modern learning techniques for teacher candidates and professional
development courses. The impetus for the development of the competencies came from the U.S.
National Technology Plan (2017) and emphasized the "roles and responsibilities of teacher
educators who address technology in their courses". These include:

e Design instruction with tech

e Incorporate pedagogical approaches with tech

e Develop knowledge, skills and attitudes to use tech; teach with tech

o Use online tools to enhance teaching & learning


https://youtu.be/ETBJf8oP2jg
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e Use tech to differentiate to meet diverse needs

e Use tech for assessment

e Model effective strategies for online, hybrid, blended learning

e Use tech to connect globally and locally

e Address legal, ethical and socially-responsible use of tech

o Engage in ongoing PD/PL and networked activities to improve use of tech

o Engage in leadership and advocacy for use of tech

e Apply troubleshooting skills to resolve tech issues (hardware & software)
(return to Glossary List)
Each of these can be viewed in more detail in this H5P interactive learning object
- https://hSpstudio.ecampusontario.ca/content/22022

Tri-Council Policy Statement (TCPS-2)

From the website, the Tri-Council is described: “In 2001, Canada's three federal research
agencies, CIHR, NSERC and SSHRC, jointly created the Interagency Advisory Panel on
Research Ethics (the Panel) as part of a collaborative effort to promote the ethical conduct of
research involving human participants. The Panel develops, interprets and implements the 77i-
Council Policy Statement: Ethical Conduct for Research Involving Humans (TCPS)”
(Interagency Advisory Panel on Research Ethics, 2016). (return to Glossary List)

UNESCO

The United Nations Educational, Scientific and Cultural Organization (UNESCO) is an
international organization of member countries that sets out policies and directions for
improvement in many fields of endeavour, not the least being teacher education and
media/digital literacies. Some of the core documents used for this research are included in the
reference listing. Recent work relates to issues resulting from the global pandemic and the
impact on the education sector. (return to Glossary List)

Uniform Resource Locator (URL)

Refers to the uniform resource locator which is a web-based address that determines the route to
a file on an internet service such as a web page or web-accessible file. The locator information
includes a “protocol prefix, port number, domain name, subdirectory names and file name”
(Definition of URL, n.d.). For this dissertation, each individual page, image, or part of the
document has a unique URL to locate the information, some resident within the Scalar platform
but others link to external web-based locations. (return to Glossary List)

Universal Serial Bus (USB)

USB is a standardized computer hardware format for attaching external items such as keyboards,
external storage drives, or printers to a computer or laptop. USB ports, cords, and devices
became standardized in the 1990s and are named with letters or numbers to indicate the socket
type and speed (Definition of USB, n.d.). (return to Glossary List)

Visitors /Residents

This framework was developed by White and Cornu, 2017 as a way to explore relationships
people have with/within digital environments, platforms and technologies. This typology used
the metaphor of a neighbourhood, where you may ‘visit’ or where you are fully engaged as a
‘resident’ of that space. Visitors are described as needing to view concrete benefits from
platform use, and not likely to have a persistent online profile within digital spaces. Visitors are
“users, not members, of the Web and place little value in belonging online” (paragraph 22).


https://h5pstudio.ecampusontario.ca/content/22022
https://cihr-irsc.gc.ca/
https://www.nserc-crsng.gc.ca/
https://www.sshrc-crsh.gc.ca/
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Residents easily navigate within online spaces, spend time with others, are likely to belong to
online communities, and have social platform profiles (White & Cornu, 2017). The difference
between visitors and residents is platform dependent, a flexible continuum based on purpose and
need, and impacted by “factors such as conceptions of privacy and the notions of friendship”
(paragraph 29). (return to Glossary List)
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Appendix A
Research Ethics Approval Letter

Research Ethics Board
t: (807) 343-8283

November 26, 2021 research@lakeheadu.ca

Principal Investigator: Dr. Michael Hoechsmann
Student: Mrs. Helen DeWaard

Education (QOrillia)

Lakehead University

Orillia Campus

500 University Avenue

Crillia, ON L3V 0B9

Dear Dr. Michael Hoechsmann and Helen:
Re: Romeo File No: 1468956

On behalf of the Research Ethics Board, | am pleased to grant ethical approval to your
research project titled, "Critical media and digital literacies in Canadian teacher
educators’ open educational practices: A post-intentional phenomenology”.

Ethics approval is valid until November 26, 2022. Please submit a Request for Renewal
to the Office of Research Services via the Romeo Research Portal by October 26, 2022,
if your research involving human participants will continue for longer than one year. A
Final Report must be submitted promptly upon completion of the project. Access the
Romeo Research Portal by logging into mylnfo at:

https://erpwp.lakeheadu.ca/

During the course of the study, any modifications to the protocol or forms must not be
initiated without prior written approval from the REB. You must promptly notify the REB of
any adverse events that may occur.

Best wishes for a successful research project.
Sincerely,

Dr. Claudio Pousa
AJ/Chair, Research Ethics Board

/sa

955 Oliver Road, Thunder Bay, ON, Canada, PTB 5E1 lakeheadu.ca
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Appendix B

Communication with Participants

B.1 Initial Contact — email

Insert date.

Dear (Insert participant name),

My name is Helen DeWaard. I am a PhD candidate in the Joint PhD program in the Department
of Education at the universities of Brock, Lakehead and Windsor, Ontario in the field of
Cognition and Learning.

I am reaching out to you to invite you to participate in a study which explores teacher educators’
lived experiences with media and digital literacies from the perspective of an open educational
practitioner in a Faculty of Education in Canada. This research project titled Critical media and
digital literacies in the open educational practices of Canadian teacher educators: A post-
intentional phenomenology is being conducted as part of my PhD research in the field of
education.

In conducting this research, I am hoping to better understand how OEPr are impacted by critical
media and digital literacies in teacher education, but also gain understanding in how open
practices can be defined from a teacher educator’s lived experiences. This research may enhance
current knowledge about the lived experiences of teacher educators in the acquisition and
application of media and digital literacies within the field of teacher education in Canada. Since
the onset of the pandemic, the need for media and digital literacies has been a prominent concern
and this research will benefit all those who are currently teaching on Canadian faculties of
education, and potentially for teacher educators in faculties of education globally.

Taking part in this study is voluntary. Before you decide whether or not you would like to take
part in this study, please read the attached Letter of Information for Research Participation
carefully to understand what is involved. After you have read this information letter, please ask
any questions you may have.

If you agree to participate, please RSVP and an informed consent form will be emailed to you.
Please RSVP or send questions by email.

Sincerely,
Helen DeWaard
Lakehead University, Faculty of Education, Joint PhD student

B.2  Letter Before Informed Consent

Dear Potential Participant:

My name is Helen DeWaard. I am a PhD candidate in the Joint PhD program in the Department
of Education at the universities of Brock, Lakehead and Windsor, Ontario in the field of
Cognition and Learning. You are invited to participate in a study which explores teacher
educators’ lived experiences with media and digital literacies from the perspective of an open
educational practice (OEPr) in a Faculty of Education in Canada. This research project titled
Critical media and digital literacies in the open educational practices of Canadian teacher
educators: A post-intentional phenomenology is being conducted as part of my PhD research in
the field of education.
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Taking part in this study is voluntary. Before you decide whether or not you would like to take
part in this study, please read this letter carefully to understand what is involved. After you have
read this Letter of Information for Research Participation, please ask any questions you may
have.

Purpose and Objectives

From my role as an instructor in a faculty of education and applying a teacher educator’s lens, I
want to hear the stories of teacher educators who openly share, specifically how media and
digital literacies impact or shape open educational practices (OEPr). The purpose of this research
project is to explore the lived experiences with acquiring and applying media and digital
literacies as a teacher educator who participates in OEPr. In conducting this research, [ am
hoping to better understand how OEPr are impacted by critical media and digital literacies in
teacher education, but also gain understanding in how open practices can be defined from a
teacher educator’s lived experiences.

This research will enhance current knowledge about the lived experiences of teacher educators in
the acquisition and application of media and digital literacies within the field of teacher
education in Canada. Since the onset of the pandemic, the need for media and digital literacies
has been a prominent concern and this research will benefit all those who are currently teaching
on Canadian faculties of education, and potentially for teacher educators in faculties of education
globally.

I define open educational practices as collaborative pedagogies utilizing digital technologies and
authentic learning encounters for “interaction, peer-learning, knowledge creation, and
empowerment of learners” (Cronin, 2017, p. 18). In other words, as a teacher educator, you will
individually or collaboratively select open educational practices to support your ways of
knowing, designing, planning, and assessing teaching and learning events (Cronin, 2017,
Nascimbeni & Burgos, 2016; Paskevicius, 2017; Roberts, 2019).

The study is framed by the following research questions:

e What does it mean to be media literate and digitally literate as a teacher educator? What
are the lived experiences as a teacher educator with media and digital literacies (MDL)?

e As ateacher educator in Canada, what is it like to be an open educator? What are the
lived experiences as a teacher educator who participates in open educational practices
(OEPr)?

e How do media and digital literacies inform or shape the work of a teacher educator
immersed in open educational practices?

e What is the lived MDL and OEPr experiences of teacher educators, as evidenced in the
ethos and stories of their teaching practice?

Participant selection: As a potential participant, you are being asked to join in this study because
you are within my known networks, through your research and scholarly works, and/or have
been recommended through a snowball sampling. Your participation fits the criteria for this
research because you are currently working, or have worked within the past five years, as a
teacher educator in a Canadian faculty of education. During the initial contact and after returning
the signed consent, you will be asked to share and confirm your active involvement in open
educational practices. These may be evidenced through your open engagement and/or
participation in any of the following: social media accounts, blog site, web available course
materials such as syllabi and/or course website(s), and openly accessed web publications.

What is involved? If you consent to voluntarily participate in this research, your participation
will include:
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e Phase One: Participating in one semi-structured interview. This will be an individual
interview lasting approximately 45-60 minutes in length. This will be an opportunity to
share and respond to several open-ended questions regarding lived experiences with
media and digital literacies and your open educational practices as a teacher educator.
The interview protocol and conversation prompts will be sent to you in advance of the
interview. For this interview, conducted online using Zoom video conferencing software,
you will need access to a microphone and speakers to communicate in this environment. |
welcome participants to make use of a webcam as well, but this is optional as video
during the interviews is not essential in this research. I will be recording the audio and/or
video of the interview for transcription and analysis. The transcription and subsequent
graphic rendering and/or mapping of the text will be returned to you for review, which
may result in a deeper reflection for the Phase Two activity.

o Phase Two: At the end of the interview, I will ask you to reflect on one or two
frameworks for media and digital literacies that are reflective of your teaching practices
as a teacher educator. Links to a range of possible frameworks will be provided to you
following the interview. You are then asked to prepare and subsequently share a
professional reflection about media and digital literacies within your OEPr, using any
media-making technology of your choosing. In this way, creative ‘storying’ about your
media and digital literacy experiences will be revealed. This could take 2-3 hours of time.
In this media artifact, your metacognitive reflections may uncover deeper insights into
your media and digital literacies as revealed in your open educational practices.

As aresearcher, I will review and analyze social media account contributions — those that you
will identify to me during the interview and verify as examples of media and digital literacies
and your open educational practice. More specifically, this will include your web publications
that could be considered to be relevant to this research. This monitoring and analysis will be
done for a two-week period following the interview. I will also review any course syllabi you are
willing to share. You are welcome to submit any additional web resources or artifacts that you
feel would be useful for this study. This information may reveal connections and applications of
media and digital literacies of which you may be unaware. When this information is returned to
you for review, this may result in deeper understanding of the impact of MDL in your open
educational practices.

Risks

The study risks are minimal, although you may potentially feel some discomfort answering
questions during the interview or preparing the phase two reflection. This discomfort is
anticipated to be minimal and temporary. Any emotional or psychological harm is anticipated to
be minimal since topics being discussed are not sensitive or invasive. This potential harm will be
mitigated by providing alternative questions or topics that minimize discomfort, and by ensuring
that you are informed that you can withdraw at any time during the data collection phase of this
research.

Because the interview, transcription, and email communication will be conducted using digital
tools, there is no guarantee that the data will not be intercepted by others, although this is
unlikely since I will consistently use VPN protocols when using internet-based platforms.

This research will not place you in breach of relevant law. Any potential breach of relevant laws,
such as a potential breach of copyright regulations, which you may reveal during the interview
and data gathering, will be held in strictest confidence and not be explicitly revealed in the
research dissemination.
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Potential harm to your professional reputation and your data privacy will be minimized by the
use of pseudonyms and digitally created avatar images that will be attached to any reported data
and information. Where the data may potentially be identifiable, since specific details you share
may be readily available and searchable on the internet, this will be further anonymized and
aggregated to prevent potential recognition.

Benefits

The potential benefit to you as a participant could be that you gain greater awareness of the field
of media and digital literacies in general, as well as some of the frameworks that identify skills
and competencies within media and digital literacy acquisition. This research may also benefit
you in gaining personal and professional awareness of your professional skills, fluencies, and
competencies within the areas of media and digital literacies, as well as insights into how these
influence your open educational practice.

Further to this personal and professional benefit that you may gain, this research may benefit
others who are currently teaching in faculties of education by identifying areas of professional
growth, and for leaders in faculties of education to identify potential areas of professional
development for new and current faculty members.

This research may additionally contribute to the growing body of work in the area of open
educational practices within teacher education. This research can potentially identify issues and
benefits of acquiring media and digital literacies that may advance the work of those who teach
and learn within open educational contexts in higher education.

Rights of Participation

You are under no obligation to participate, and are free to withdraw at any time during the data
collection phase, without prejudice to pre-existing entitlements. Your decision to participate will
not affect your academic status or employment. You will be given, in a timely manner
throughout the course of the research project, information that is relevant to your decision to
continue or withdraw from participation. You will be given information on your rights as a
participant to request the withdrawal of data, including any limitation on the feasibility of that
withdrawal, should it be requested after the data collection phase is completed.

Compensation

As a way of recognizing your gift of time for this research and to acknowledge any
inconvenience related to your participation, you will be offered a $25 Chapters/Indigo gift card,
should you complete any or all parts of the outlined research phases. If you consent to join in this
study, this form of compensation must not be considered coercive or as payment for your time.
Confidentiality and Anonymity

Y our reputation and privacy will be protected by the use of pseudonyms and digitally created
avatar images that will anonymously represent any reported data, artifacts, and information. This
will ensure anonymity of your contributions within publications emerging from this research,
including the dissertation document. Since your identity will be known to me, as the researcher,
the information you share during this research will be held in the strictest of confidence. Where
the data may potentially be identifiable beyond anonymity, since specific details that you may
share could be readily available and searchable on the internet since you are sharing your open
education practices, data will be further anonymized through de-identifiable word usage and the
aggregation of information, to prevent potential recognition.

Should you wish to have your identity revealed in the research publication and dissemination, an
additional consent form will be provided in order to acquire your informed and written
permission. This will be collaboratively written to include your specific preferences and will
explicitly outline the precise criteria, constraints and considerations of this open contribution to
research.
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Access to Information and Publication of Results

As this is part of my PhD research, you should be aware that the research data and the analysis
information will be discussed and potentially shared with my dissertation committee, as part of
their monitoring and support of this research endeavour. Primary publication of research results
will be done within the final dissertation submission and pending the PhD defence presentation.
Subsequent publication of research results will be done in peer reviewed journals, web
publications, and social media locations. Confidentiality and anonymity will be maintained
within any future publications emerging from this research.

During the research phases, the storage of data and information will be located on my password
protected laptop and a password protected and encrypted external storage device. Upon
completion of this research, the data and information will be stored on a password protected and
encrypted external hard drive, stored in a secure location at Lakehead University, Faculty of
Education, Orillia, Ontario for a period of five years.

Consent

Your informed consent to join in this research is completely voluntary and can be withdrawn at
any time during the data collection phase. I have prepared a short video as a way to introduce
myself and provide information about this research project [link to

video: https://stepbystep.hjdewaard.ca/blog/recruitment-and-informed-consent/]. Once you have
reviewed the video and this documentation and are willing to participate you are asked to kindly
email to request an informed consent for participation form. Additionally, and subsequent to the
signed consent being returned, I will review the consent form with you at the time of the
interview.

Prior to recording the interview, I will seek your verbal consent to record the interview, as well
as remind you that you can opt not to answer any of the questions or withdraw from the
interview at any time. [ will store the interview recording and transcription on my own password
secure laptop. The interview transcript and subsequent data information will be handled with
anonymity and shared back to you for review.

Should you not wish to participate, no further action is required, and you will not be contacted
further. As a participant, you can withdraw from this research at any time during the data
collection phase, either by email or phone call, or during the interview. If they do withdraw, any
information collected will be removed from consideration in this research, if done prior to the
report writing phase of the dissertation process.

An informed consent form will be emailed and can be returned by email. Questions about this
research can be directed as outlined below.

Contact Information:

Helen DeWaard can be contacted at any time by email [redacted], by direct message on Twitter
[redacted], or by phone at [redacted].

This research is being conducted under the supervision of Dr. Michael Hoechsmann, Associate
Professor, Lakehead Faculty of Education, Orillia. You may contact my supervisor by email at
[redacted].

This research study has been reviewed and approved by the Lakehead University Research
Ethics Board. If you have any questions related to the ethics of the research and would like to
speak to someone outside of the research team, please contact Sue Wright at the Research Ethics
Board at 807-343-8283 or research@lakeheadu.ca.

Sincerely,
Helen DeWaard
Lakehead University, Faculty of Education, Joint PhD student


https://stepbystep.hjdewaard.ca/blog/recruitment-and-informed-consent/
https://hjdewaard.ca/dissertation/critical-media-and-digital-literacies-in-canadian-teacher-educators-open-educational-practices/tel:807-343-8283
mailto:research@lakeheadu.ca
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B.3 Post-Interview Contact - email
Hi xx,

I can't thank you enough for adding your voice to this research. I've listened to our interview
twice now and continue to hear 'anew' some of the insights you've provided.

I have attached the transcript which included some key words, a link to the audio version of the
interview, and the word cloud that was generated from this transcript. The interactive version of
the word cloud will be available for the next two weeks in case you want to take a closer look.

As a follow-up, I'd like you to reflect on your media and digital literacies potentially in relation
to elements in any of the frameworks that can support your reflections, and then create an artifact
that may focus on your open educational practice. You can select one or more of the frameworks
here, or pull ideas from any of these frameworks that you feel are representative of your lived
experiences with media and digital literacies in your open educational practices.
e Media Smarts digital literacy framework (Canadian)
e Media Triangle from Association for Media Literacy (Ontario)
(graphic https://aml.ca/wp-content/uploads/2019/10/triangle1.pdf)
e ISTE (International Society for Technology in Education) - digital citizenship
framework by Mike Ribble (2021) (US based)
e European Framework for the Digital Competence of Educators: DigCompEDU -
pdf (European context)
e Five Laws of Media and Information Literacy - MIL Five Laws (infographic from
UNESCO)
e MIL in teacher development - Framework (UNESCO).
If you have any additional thoughts or want to respond to that provocation from the interview
when I shared the media triangle, please share them in any way you wish (text, audio, video,
image, graphic) or just email me any thoughts!

So, if you could create and share your digital artifact within the next two weeks, depending on
your schedule, that would be great. _and will send a reminder
at the end of next week in case you need one.

Looking forward to this reflection.
Helen DeWaard

Appendix C

Informed Consent Form

Insert date.